







TRANSFORMATIONAL INTERVENTION FOR PRINCIPAL LEADERSHIP (TRIPLE): A 
FEASIBILITY STUDY OF AN INNOVATIVE PROFESSIONAL DEVELOPMENT 












A dissertation submitted to the faculty at the University of North Carolina at Chapel Hill in 
partial fulfillment of the requirements for the degree of Doctor of Philosophy in the School 












Approved by:  
Steven Knotek 
Jeri-Elayne Goosby Smith 
Marisa Marraccini  



























Ariel I. Washington 










Ariel I. Washington: A Feasibility Study of an Innovative Professional Development Workshop 
for Principals of Schools with Exclusionary Discipline 
(Under the direction of Steven Knotek) 
 
 
As leaders in schools, principals are responsible for ensuring that all students have equal 
access to a high-quality education, that faculty and staff are supported and provided opportunities 
to grow professionally, and that their school environment is equipped to adequately meet the 
needs of all students. Principals’ responsibilities compel them to critically evaluate and change 
ineffective educational policies and practices that create negative consequences for students and 
negative work environments for their faculty and staff. Transformational leadership is a broad 
perspective that describes how leaders inspire their followers to perform beyond expectation to 
carry out significant changes in organizations. Research shows that principals’ transformational 
leadership practices and behaviors positively influence their relationships with teachers, 
teachers’ attitudes and ability to become active problem-solvers in their schools, and their 
schools’ overall climate. These elements are all needed to transform ineffective school policies 
and practices, such as zero tolerance policies and exclusionary discipline practices.  
Numerous studies have shown that zero tolerance policies and exclusionary discipline 
practices in schools are ineffective as they do not deter student misbehavior but instead have 
negative academic and social-emotional consequences for students, contribute to racial 
disparities in disciplinary outcomes, and lead to antagonistic relationships between faculty and 
students. Research demonstrates that in schools with principals who have more favorable 
iv 
attitudes toward school exclusion, students are more likely to receive out-of-school suspension 
and expulsion. Because zero tolerance and exclusionary discipline are ineffective disciplinary 
policies and practices that lead to inequitable educational opportunities for minority students and 
negative school climates, principals must address the use of these discipline methods in their 
schools.  
This study investigates a novel professional development workshop, Transformational 
Intervention for Principal Leadership (TrIPLe), that seeks to decrease elementary and middle 
school principals’ over-reliance on zero tolerance policies and overuse of exclusionary discipline 
practices. The current study aims to determine TrIPLe’s feasibility and acceptability for future 
implementation in a school district by using the Delphi method to collect qualitative and 
quantitative data from members of three groups directly involved in TrIPle’s implementation: 
elementary and middle school principals, school psychologists, and business leaders. 
Keywords: zero tolerance policies, exclusionary discipline, principal, transformational 
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CHAPTER I: INTRODUCTION 
The principal is one of the most influential factors in the quality and character of a school 
as he/she controls many of the schools’ basic organizational structures (Cohen, McCabe, 
Michelli, & Pickeral, 2009). Schools in the improvement process often examine the various 
leadership factors that play a role in school effectiveness (Bruggencate, Luyten, Scheerens, & 
Sleegers, 2012). Transformational leadership, one of the most prominent theories of leadership, 
is a style that has been advocated for success in the school change process (Allen, Grigsby & 
Peters, 2015; Moolenaar, Daly, & Sleegers, 2010). Transformational leadership is a broad 
perspective that describes how leaders inspire their followers to perform beyond expectations by 
articulating a shared vision for the future, motivating others through personal example, and 
meeting their followers’ individual needs (Northouse, 2013). Principals who demonstrate the 
behaviors of transformational leadership have been found to change teachers’ behaviors, 
stimulate innovation, and increase organizational commitment and effort for change (Leithwood, 
Harris, & Hopkins, 2008; Nguni, Sleegers, & Denessen, 2006; Yu, Leithwood, & Jantzi, 2002). 
Given the importance of transformational leadership as a contributing factor to positive school 
climate, or environments in which the whole of the school community prospers, principals 
should work on developing their transformational leaders skills in an effort to positively impact 
school climate and their faculty and staff’s commitment to change (Allen et al., 2015; Cohen et 
al., 2009).  
Principals are responsible for leading change in their schools to better support students’ 
academic and social/emotional development; as managers of discipline, part of that responsibility 
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means critically evaluating and changing ineffective disciplinary policies and practices 
Hauserman & Stick, 2013; Price, 2012). Zero tolerance policies are disciplinary policies that 
mandate predetermined consequences, specifically out-of-school suspension, expulsion, and 
referral to law enforcement, for offenses committed by students without regard for the severity of 
the misconduct (American Psychological Association [APA] Zero Tolerance Task Force, 2008). 
Originally meant for drug, alcohol, and weapon codes of conduct violations and physical and 
sexual assault, zero tolerance policies have been expanded to include subjective categories, such 
as disruption, disobedience, and noncompliance (Gregory & Weinstein, 2008; Skiba, Horner, 
Chung, Rausch, May, & Tobin, 2011). These policies have been found to be ineffective as they 
do not reduce student misbehavior nor improve school climate. Zero tolerance policies are 
associated with a host of negative outcomes for students, including increased risk for school 
disengagement, academic failure, school dropout, and involvement with juvenile justice (Fabelo 
et al., 2011; Gregory, Skiba, & Noguera, 2010; Lee, Cornell, Gregory, & Fan, 2011). These 
policies also have negative consequences for schools, including perceptions of more negative 
school climates and lower academic achievement at the school level (Rausch & Skiba, 2005; 
Steinberg, Allensworth, & Johnson, 2013). Minority students, particularly black males in special 
education, are disproportionally affected by zero tolerance policies as they are suspended and 
expelled up to three times more often than white students (Gregory et al., 2010; Skiba, Michael, 
Nardo, & Peterson, 2002). Once a student has received an office referral, principals are largely 
responsible for decisions about the consequences of the misconduct reported in the referral 
(Anyon et al., 2014). Principals’ disciplinary consequences for subjective categories of 
misconduct are rarely applied consistently (Skiba et al., 2011).   
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Transformational Intervention for Principal Leadership (TrIPLe) is an innovative 
district-level professional development program that seeks to address the problem of principals’ 
over-relying on zero tolerance policies when dealing with student misbehavior. TrIPLe partners 
elementary and middle school principals with school psychologists as they are experts in 
consultation and schoolwide interventions to promote student success and with business leaders 
in the community who have demonstrated a commitment to improving their communities. The 
program teaches principals how to apply the tenets of transformational leadership to guide 
changes in disciplinary practices and policies. The current study aims to determine TrIPLe’s 
feasibility and acceptability by using the Delphi method to collect qualitative and quantitative 







CHAPTER II: LITERATURE REVIEW 
Principals as Change Agents 
The school principal is one of the most influential factors in the development of the 
quality and character of a school (Cohen et al., 2009; Hauserman & Stick, 2013; Hoy & Smith, 
2007; Price, 2012). Principals are central figures in schools as their actions directly shape their 
school’s climate (Price, 2012). Positive school climates are characterized as environments in 
which the whole of the school community prospers (Price, 2012). Principals especially influence 
the organizational climate of the school when they can foster trusting, cooperative, and open 
environments where input from faculty and staff is welcome and cohesion around and 
commitment to school goals are encouraged (Bryk, Sebring, Allensworth, Luppescu, & Easton, 
2010; Finnigan & Stewart, 2009; Louis et al., 2010; Price, 2012). Principals who can genuinely 
establish a trusting school environment for all school members can become drivers of change 
(Moolenaar et al., 2010; Price, 2012).  
In addition to greatly influencing their school’s climate, many of the school’s basic 
organization structures are controlled and shaped by principals as they serve as the school’s 
leader of personnel, students, instruction and academic performance, government and public 
relations, finance, and strategic planning (Allen et al., 2015; Colvin, 2007; Hess & Kelly, 2007; 
Leithwood et al., 2004; Lynch, 2012; Portin, 2004). Table 1 displays the roles and 




Table 1. Roles and Responsibilities of Principals 
 
Managerial Role Responsibility 
Personnel 
Ensure the hiring of qualified faculty and staff; support faculty and staff in 
reaching the school’s goals 
Students 
Foster a high-quality learning environment for all students; influence the moral 
character of students in part by implementing effective disciplinary practices 
Instruction 
Oversee the curriculum and develop and implement an effective instructional 
program; help teachers improve their teaching 
School Safety 
Develop and enforce school discipline policies; assign supervisor responsibilities 




Influence state and community level perceptions of the schools; serve as a 
connection between the school system and the community; promote the public 
image of the school 
Finance Balance the school budget; secure funding and resources 
Strategic Planning 
Make both daily decision as well as long-term decisions that promote the school’s 
vision, mission, and goals  
 
Although all these duties and responsibilities are essential for successful schools, the 
principal’s primary responsibility is to improve the teaching and learning that takes place in the 
school to ensure that all aspects of the school support student success (Lynch, 2012; McCarley et 
al., 2016; Shaked & Schechter, 2013). Comprehensive and large-scale reviews have found that 
leadership is second only to classroom teaching as an influence on student learning (Day, Gu, & 
Sammons, 2016). As leaders of instruction, effective school principals promote academic 
learning by actively encouraging high expectations for all students, by fostering organizational 
conditions under which teachers work best, and by promoting effective instruction in each 
classroom (Allen et al., 2015; Hauserman & Stick, 2013). When a school’s principal develops a 
strong, clear, shared vision and focuses resources and attention on the overall improvement of 
the school, the results are positive changes in students’ performance (Allen et al., 2015; 
Hauserman & Stick, 2013). 
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 While superintendents and school districts provide policy guidance, principal leadership 
is responsible for change at the school level (Hauserman & Stick, 2013). Research shows that a 
principal’s leadership style impacts a variety of teacher characteristics, including job satisfaction 
and attitudes toward the school, and student outcomes, including academic achievement and 
school engagement (Allen et al., 2015; Hauserman & Stick, 2013; Price, 2012; Shatzer, 
Caldarella, Hallam, & Brown, 2014). Principals play pivotal roles as change agents facilitating 
organizational change (Hauserman & Stick, 2013; Marks & Nance, 2007; Price, 2012; Shaked & 
Schechter, 2013). School transformation requires that a principal foster a belief in change among 
his/her faculty and staff, encourage and support the change process, and lead change through 
strategic planning and targeted actions (McCarley, Peters, & Decman, 2016). It is imperative that 
principals in schools attempting to improve student learning understand the essential role 
collaboration plays in implementing change and adopt a leadership style that will have the most 
positive impact on the change process (Marks & Nance, 2007). One such leadership style is 
transformational leadership.   
Transformational Leadership 
 As previously discussed, principals as school leaders have the responsibility to guide the 
facilitation of changes needed in their schools to better support students and faculty and staff. 
Schools in the improvement process often examine the various leadership factors that play a 
substantial role in school effectiveness (Allen et al., 2015). This section of the paper will 
describe transformational leadership, a leadership approach that has been advocated for success 
in the school improvement process (Allen et al., 2015; McKinney, Labat, & Labat, 2015; 
Moolenaar et al., 2010). After illustrating the general aspects of transformational leadership, the 
three most prominent models of transformational leadership will be described. 
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Transformational leadership, one of the most popular and researched approaches to 
leadership, is a broad perspective that describes how leaders can initiate, develop, and carry out 
significant changes in organizations by inspiring followers to perform beyond expectations while 
putting aside self-interest for the good of the organization (Avolio, Walumbwa, & Weber, 2009; 
Balyer, 2012; Leithwood & Jantzi, 2006; McKinney et al., 2015; Northouse, 2013; Printy, 
Marks, & Bowers, 2009). Transformational leadership began with political sociologist James 
MacGregor Burns’ 1978 seminal work Leadership, in which he analyzed the ability of some 
leaders across many types of organizations to engage with staff in ways that inspired them to 
new levels of energy, commitment, and moral purpose (Hauserman & Stick, 2013; McCarley et 
al., 2016; Northouse, 2013, p. 186; Robinson, Lloyd, & Rowe, 2008). Transformational 
leadership is a process that emphasizes reciprocal relationships as the basis of influence, rather 
than authority, power or exchange-based influence (Northouse, 2013; Printy et al., 2009). It is 
concerned with emotions, values, ethics, standards, and long-term goals (Northouse, 2013, p. 
185). Transformational leaders articulate a realistic vision of the future that can be shared with 
their followers, motivate others through example, stimulate the intellectual growth of followers, 
and pay attention to the individual differences among their followers (Balwant, 2016; McKinney 
et al., 2015; Northouse, 2013; Shatzer et al., 2014). By appealing to the personal goals and values 
of organizational members and meeting their followers’ needs and wants, transformational 
leaders seek to raise the level of conduct and the aspirations of followers (McKinney et al., 2015; 
Printy et al., 2009). Feeling trust, admiration, loyalty, and respect for the transformational leader, 
followers are motivated to advance the work of the organization, going beyond expectations 
(McKinney et al., 2015; Moolenaar et al., 2010; Printy el al., 2009). Transformational leadership 
has been revised and expanded into several different models, the three most popular models 
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being Bass’ model, Bennis and Nanus’ model, and Kouzes and Posner’s model of 
transformational leadership.  
Bass’ model of transformational leadership. In 1985, Bass expanded transformational 
leadership by focusing more attention on followers’ needs, by suggesting that transformational 
leadership could apply to situations where the outcomes were not positive, and by describing 
charisma as a necessary but not sufficient condition for transformational leadership (Northouse, 
2013, p. 190). Bass argued that transformational leaders motivate followers to do more than 
expected by raising followers’ levels of consciousness about the importance and value of specific 
and idealized goals, by getting followers to transcend their own self-interest for the sake of the 
organization, and by moving followers to address higher-level needs (Northouse, 2013, p. 190).  
Bass defined four transformational leadership dimensions: idealized influence, individual 
consideration, inspirational motivation, and intellectual stimulation (Balwant, 2016; McKinney 
et al., 2015; Moolenaar et al., 2010; Shatzer et al., 2014). Idealized influence or charisma is the 
emotional component of leadership. Idealized influence describes leaders who articulate a sense 
of mission, emphasize trust, act as strong role models for followers, consider the needs of others 
before their own personal needs, avoid the use of power for personal gain, demonstrate high 
moral and ethical standards, and set challenging goals for their followers (Balwant, 2016; Balyer, 
2012; Northouse, 2013, p. 191). Followers identify with these leaders and want very much to 
emulate them (Northouse, 2013, p. 191). These leaders are deeply respected and trusted by their 
followers (Balwant, 2016; Northouse, 2013, p. 191). Idealized influence is measured on two 
components: an attributional component that refers to the attributions of leaders made by 
followers based on perceptions they have of their leaders; and a behavioral component that refers 
to followers’ observations of leaders’ behavior (Northouse, 2013, p. 191). 
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The second factor, inspirational motivation, describes leaders who communicate high 
expectations to followers, inspiring their followers through motivation, enthusiasm and optimism 
to become committed to and a part of the organizations’ shared vision (Balwant, 2016; Balyer, 
2012; Northouse, 2013, p. 193). These leaders use symbols and emotional appeals to focus group 
members’ effort to achieve more than they would in their own self-interest and to enhance team 
spirit (Northouse, 2013, p. 193).  
Intellectual stimulation includes leadership that stimulates followers to be creative and 
innovative and to challenge their own beliefs and values as well as those of the leaders and the 
organization (Northouse, 2013, p. 193). These leaders act as coaches or mentors to support 
followers as they try new approaches and develop new ways of dealing with organizational 
issues (Balyer, 2012; Northouse, 2013, p. 193). Transformational leaders encourage and 
challenge followers to conceptualize, understand, and analyze problems in new ways on their 
own (Balwant, 2016). Transformational leaders may encourage their followers to spend more 
time on training and professional development (Moolenaar et al., 2010). They foster an 
organizational culture in which creative efforts and the distribution of new knowledge and 
practices are encouraged (Balwant, 2016; Moolenaar et al., 2010).   
The final transformational leadership factor defined by Bass is individualized 
consideration. This factor is representative of leaders who provide a supportive climate in which 
they treat their followers as unique individuals and give specialized attention to the individual 
needs of followers (Balwant, 2016; Moolenaar et al., 2010; Northouse, 2013, p. 193). Leaders act 
as coaches and advisers while assisting followers in reaching their full potential (Balwant, 2016; 
Northouse, 2013, p. 193). Transformational leaders who provide individual consideration 
demonstrate confidence in their followers’ innovative capacities, share the responsibilities and 
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risk with team members when adopting new strategies, and recognize individual contributions to 
the team (Moolenaar et al., 2010). These leaders may use delegation to help followers grow 
through personal challenges (Northouse, 2013, p. 193).  
  Bennis and Nanus’ model of transformational leadership. The second model of 
transformational leadership created by Bennis and Nanus has similar characteristics as Bass’ 
model. In 1985, Bennis and Nanus asked 90 leaders basic questions, such as, “What are your 
strengths and weaknesses?” and “What past events most influenced your leadership approach?” 
(Northouse, 2013, p. 197). From the leaders’ answers, Bennis and Nanus identified four common 
strategies used by leaders in transformational organizations. First, transformational leaders have 
a clear vision of the future state of their organizations that is attractive, realistic and believable 
(Northouse, 2013, p. 197). The vision usually is simple, understandable, beneficial and energy-
creating (Northouse, 2013, p. 197). When an organization has a clear vision, it is easier for 
people within the organization to learn how they fit in with the overall direction of the 
organization (Northouse, 2013, p. 197). Bennis and Nanus found that, to be successful, the vision 
must grow out of the needs of the entire organization and be claimed by those within it 
(Northouse, 2013, p. 197).  
 Second, transformational leaders are social architects for their organizations who create a 
shape or form for the shared meanings people maintain within their organization (Northouse, 
2013, p. 197). These leaders communicate a direction that transform their organization’s values 
and norms (Northouse, 2013, p. 197). In many cases, these leaders mobilize people to accept a 
new group identity or a new philosophy for their organization (Northouse, 2013, p. 197).  
 Third, transformational leaders create trust in their organizations by making their own 
positions clearly known and then standing by them (Northouse, 2013, p. 197). Leaders build trust 
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by articulating a direction and then consistently implementing the direction even though the 
vision may involve a high degree of uncertainty (Northouse, 2013, p. 197). Bennis and Nanus 
found that when leaders established trust in an organization, it gave the organization a sense of 
integrity (Northouse, 2013, p. 197).  
 Fourth, transformational leaders use creative deployment of self through positive self-
regard (Northouse, 2013, p. 197). Leaders know their strengths and weaknesses, and they 
emphasize their strengths rather than dwelling on their limitations (Northouse, 2013, p. 197). 
Effective leaders immerse themselves in their tasks and the overarching goals of their 
organizations (Northouse, 2013, p. 197). Bennis and Nanus found that positive self-regard in 
leaders has a reciprocal impact on followers, creating in them feelings of confidence and high 
expectations (Northouse, 2013, p. 197).  
Kouzes and Posner’s model of transformational leadership. Building on the earlier 
two models, Kouzes and Posner expanded the model of transformational leadership by 
emphasizing previously excluded behaviors of transformational leaders. Kouzes and Posner’s 
model of transformational leadership consists of five fundamental practices and behaviors that 
enable leaders to get extraordinary goals accomplished: model the way, inspire a shared vision, 
challenge the process, enable others to act, and encourage the heart (Abu-Tineh, Khasawneh & 
Omary, 2009; McKinney et al., 2015; Northouse, 2013, p. 198). To model the way, leaders 
should be clear about their own values and philosophy. Transformational leaders set a personal 
example for others through their daily acts and follow through on their promises and 
commitments (Abu-Tineh et al., 2009; Northouse, 2013, p. 198). They believe that consistency 
between words and deeds builds their credibility and shows that they live by the values, 
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principles, and high standards they advocate and share with others in their organization (Abu-
Tineh et al., 2009; Northouse, 2013, p. 198). 
Effective leaders create compelling visions that unite members of an organization by 
fostering a commitment to a shared future they seek to create (Abu-Tineh et al., 2009). 
Transformational leaders communicate their ideal vision of what the organization can become in 
the future; their optimistic and hopeful visions generate enthusiasm and excitement in their 
followers (Abu-Tineh et al., 2009). These leaders also listen to the dreams of their followers and 
show them how their dreams can be realized (Northouse, 2013, p. 198). 
Transformational leaders challenge the process and are willing to change the status quo to 
grow and improve (Abu-Tineh et al., 2009; Northouse, 2013, p. 198). They seek out challenging 
opportunities to test their skills and abilities and look for innovative ways to improve their 
organizations (Abu-Tineh et al., 2009, Northouse, 2013, p. 199). Mistakes are seen as 
opportunities to learn and improve, and risk-taking is encouraged with steps taken one at a time 
(Abu-Tineh et al., 2009; Northouse, 2013, p. 199).  
Transformational leaders work effectively with others, build trust, and promote 
collaboration and empowerment (Abu-Tineh et al., 2009; Northouse, 2013, p. 199). They are 
open to different points of view, involve others in planning, allow others to make their own 
decisions, and support followers’ decisions (Northouse, 2013, p. 199). Transformational leaders 
empower their followers to have a sense of ownership and responsibility in the organization 
(Abu-Tineh et al., 2009). 
Leaders encourage the heart by celebrating individual and group achievements and by 
rewarding others for their accomplishments. They use authentic celebrations and rituals to show 
appreciation and encouragement to others (Abu-Tineh et al., 2009; Northouse, 2013, p. 199). By 
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celebrating achievements together, followers feel greater collective identity and community spirit 
(Northouse, 2013, p. 199). 
All three models of transformational leadership show that this leadership approach is a 
broad perspective that emphasizes leaders understanding followers’ needs and motives and using 
shared values, morals, standards, and long-term goals to empower them to enhance their 
performance. Transformational leaders are change agents who are good role models, who 
empower followers to meet higher standards and nurture them in change, and who act in ways 
that improve the morale of the organization and promote a culture of collaboration and trust. An 
encompassing approach, transformational leadership can describe a wide range of leadership 
behaviors, from specific attempts to influence followers on a one-to-one level to broad attempts 
to change entire organizations. In a situation where a principal is attempting to change his/her 
schools’ disciplinary approaches, both efforts to change individual faculty and staff member’s 
handling of student misbehavior and broad efforts to change the school’s culture and climate are 
needed; thus, transformational leadership a suitable leadership style for principals to adapt. 
While research shows that transformational leadership is an effective leadership approach, 
research also shows that leaders’ characteristics, such as gender, race, ethnicity, and language, 
may impact the effectiveness of transformational strategies in organizations.  
Principals as Transformational Leaders 
Now that the duties and responsibilities of principals and the characteristics, practices, 
and behaviors of transformational leaders have both been detailed, this section will explain why 
principals should strive to become transformational leaders. Transformational leadership has 
been suggested as the ideal leadership style for principals of schools considering substantial 
reform, as change management is a strength of transformational leaders (Shatzer et al., 2014). 
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Transformational leadership in schools is defined as the ability to lead students and staff through 
a creation of values and long-term goals to create positive and successful schools (McCarley et 
al., 2016). As transformational leaders, principals have the responsibility to develop and sustain a 
school climate that is conducive to positive change (Bass & Riggio, 2006; McCarley et al., 
2016). Studies have shown that transformational leadership positively improves teachers’ 
perceptions of school conditions, teachers’ individual commitment to change, teacher and staff 
relations, organizational learning, and student outcomes (Allen et al., 2015; Balyer, 2012). 
Principals who exhibit transformational characteristics play a major role in the fostering of 
conditions for school improvement by stimulating faculty and staff members’ engagement in 
professional learning activities, which can impact student achievement (Allen et al., 2015).  
Leithwood and Jantzi (2000) assert that transformational leadership has seven dimensions 
in schools: building school vision and establishing school goals; providing intellectual 
stimulation; providing individualized support; modeling best practices and organizational values; 
setting high academic standards and behavior expectations; creating a productive school culture; 
and fostering participation in decisions. The more principals perform transformational behaviors 
and practices, the more leadership in their schools is distributed or shared among the individuals 
in the schools who have influence (McCarley et al., 2016). It is imperative that principals 
recognize that collaboration is essential for effectively implementing change. Principals who 
adopt the practices and behaviors of transformational leaders are best equipped to create a school 
culture that is open, democratic, and ready to apply necessary changes (Hauserman & Stick, 
2013). 
Several studies have looked at principals as transformational leaders and their impact on 
school characteristics. Hauserman and Stick (2013) examined teacher perceptions of 
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transformational leadership qualities among principals. Ten randomly selected teachers from 
each of the study’s 77 participating schools completed the Multifactor Leadership Questionnaire 
(MLQ) for their respective principals. The MLQ measures the principles of transformational 
leadership outlined in Bass’ model. The MLQ was used to stratify principals according to 
whether they possessed high or low levels of transformational leadership qualities. Once the 
principals were stratified, ten teachers were selected for in-depth interviews, five of whom 
worked with principals characterized as highly transformational. Concerning idealized influence, 
highly transformational principals were identified as those who helped to develop the leadership 
capacity of all staff members, held students and teachers accountable, had high expectations, led 
by example, mentored their staff, showed consistent fairness, and made ethical decisions. 
Professional growth for personnel was deemed a priority and the principals modeled such 
activities. Principals rated high in the category of inspirational motivation emphasized teamwork, 
encouraged and supported teachers, and served as good role models. Principals rated high in 
intellectual stimulation were characterized as visionaries who were able to push forward and 
think outside the box, asked questions that challenged the status quo, explained decisions, 
provided creative solutions, and were proactive problem-solvers. Regarding individualized 
consideration, principals rated as exhibiting high levels of this aspect of transformational 
leadership assisted teachers with problems and encouraged reflection. Problems were discussed 
openly without fear of retaliation and the decision-making process involved those who were 
directly impacted by the decisions. These principals were viewed as colleagues rather than 
bosses.  
McCarley et al. (2016) also examined teacher perceptions of their principals’ leadership 
style. McCarley et al. (2016) sought to determine whether a relationship existed between teacher 
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perceptions of the degree to which their principals display factors of transformational leadership 
and the perceived school climate. A sample of 399 teachers representing five high schools in a 
large urban school district in southeast Texas was administered the MLQ to assess his/her school 
principal in terms of their being a transformational leader. The teachers were also administered 
the Organizational Climate Description Questionnaire (OCDQ) to evaluate their respective 
schools’ climate. The OCDQ is a 34-item instrument that breaks down school climate into five 
dimensions: supportive behavior, directive behavior, engaged behavior, frustrated behavior, and 
intimate behavior. The OCDQ measures principal leadership on the supportive and directive 
dimensions and teacher interactions on the engaged, frustrated, and intimate behavior 
dimensions. The supportive dimension describes leaders who work hard, utilize constructive 
criticism, and give reasons for criticism. The direction dimension describes leaders who control 
their staff by supervising teachers closely and monitoring all actions of teachers. Engaged 
teachers help and support each other and assist students with their individual needs. Frustrated 
teachers have nonverbal communication that is unproductive, are overwhelmed by paperwork, 
and are assigned excessive non-teaching duties. Intimate teachers have personal friendships 
within the school and socialize outside of school. The results showed that there was a statistically 
significant positive relationship between all factors of transformational leadership assessed by 
the MLQ and the supported and engaged elements of school climate. A statistically significant 
negative relationship between factors of transformational leadership and frustrated elements of 
school climate was also found.  
Moolenaar et al. (2010) investigated the extent to which principal’s position in the 
school’s social network affects the relationship between transformational leadership behavior 
described in Bass’ model and school’s innovative climate. Transformational leadership in this 
17 
research article was defined as a leader’s ability to increase organizational members’ 
commitment, capacity, and engagement in meeting goals. Principals’ social network position 
referred to three measures of centrality: degree, defined as the number of teachers who seek a 
relationship with the principal; closeness, defined as the extent to which a principal has a direct 
relationship with teachers in the school; and betweenness, defined as the degree to which a 
principal occupies a position between disconnected teachers. The researchers studied 51 
principals and 702 teachers in 51 Dutch elementary schools within a large educational system. 
All teachers and principals responded to a social network survey. The schools’ instrumental 
network was assessed with the question, “Whom do you go to for work related advice?”; the 
schools’ expressive network was assessed by asking the question, “Whom do you go to for 
guidance on more personal matters?” Teachers’ perception of their principals’ transformational 
leadership was assessed using a scale that specifically looked at principals’ vision building, 
individualized consideration, and intellectual stimulation. A six-item scale was developed to 
assess schools’ orientation to improve measured teachers’ perceptions of their schools’ climate in 
support of innovation. Results of the analyses indicated that transformational leadership was 
positively and significantly related to teachers’ perceptions of their schools’ innovative climate 
and to principals’ popularity in both the instrumental and expressive network.  
Principals as transformational leaders motivate their faculty and staff and students to 
perform beyond expectations and empower them to bring about meaningful change in the 
school’s climate and culture. Research studies show that principals’ transformational leadership 
practices and behaviors influence their relationships with teachers, teachers’ attitudes and ability 
to become active problem-solvers in their schools, and their schools’ overall climate. Several 
other studies examining principals’ leadership style have found that good working relationships 
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between principals and their faculty and staff, faculty and staff engagement in decision-making, 
and a school environment that is supportive of innovation and change are necessary to transform 
ineffective school policies and practices to those that are effective and promote students’ 
learning (Bryk et al., 2010; Hauserman & Stick, 2013; Hoy et al., 2002; Leithwood et al., 2004; 
Moolenaar et al., 2010). 
Transformational Leadership in Education and the Impact of Race  
Educational leaders play an important role in advancing key institutional priorities, such 
as ensuring that the school environment is inclusive and welcoming and allows all students to be 
successful. For schools prioritizing issues related to diversity and moving diversity agendas 
forward, some researchers have suggested that transformational leadership styles are necessary 
(Kezar & Eckel, 2008). Transformational leadership has been considered to be the most 
appropriate leadership style of school leaders attempted to diversify their schools based on the 
assumption that fundamental or deep change requires individuals to rethink their basic values 
and transformational leaders seek to empower others to create motivation and work ethic to 
change the values and preferences of an organization (Kezar & Eckel, 2008).  
Kezar and Eckel (2008) investigated whether transactional leadership, a leadership style 
in which leaders and their followers bargain and negotiate using rewards or punishments to 
influence change, transformational leadership, or a combination of both leadership approaches 
worked best for college and university presidents seeking to advance institution-wide diversity 
agendas. The researchers interviewed the presidents and the results indicated that most of the 
presidents used both approaches to reach different audiences. Of interest, over half of the 
presidents of color mentioned that they were concerned about being transformational leaders; 
they worried that white stakeholders would perceive this leadership style as evidence of the 
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presidents’ pursuing a personal agenda rather than as an institutional imperative. The presidents 
of color were wary of demonstrating a personal commitment to diversity and stressed the 
importance of getting key groups, such as the school board and faculty and staff, to support them 
and speak on behalf of diversity issues and/or publicly support the presidents’ commitment and 
agenda. Presidents of color discussed using transactional strategies more than transformational 
strategies as transactional strategies often rely less on rhetoric and public discussion but still 
bring about significant changes. Kezar and Eckel (2008) concluded that:  
Presidents of colour face explicit challenges associated with campus diversity because of 
their race and ethnicity. The rules for how presidents address similar challenges differ 
with race. Leaders of colour must recognize that what works for their majority colleagues 
may not have the same pay-off for them and in fact may hinder their effectiveness, 
suggesting that they need to look to leaders similar to themselves for role models.  
 
Based on the qualitative data collected by educational leaders, Kezar and Eckel (2008) 
concluded that race plays a role in educational leaders demonstrating transformational strategies; 
similarly, Carter, Mossholder, Feild, and Armenakis (2014) investigated whether the race of 
supervisors and subordinates moderated transformational leaders’ impact on their followers’ 
work-related outcomes. Carter et al. (2014) found that supervisor-subordinate racial dissimilarity 
impacted the outcome of transformational leadership. Interracial interactions may provoke 
anxiety and uncertainty when the interactions are ambiguous and do not follow familiar 
behavioral scripts. This can be an obstacle for educational leaders who previously demonstrated 
a different leadership approach and are changing to adopt a more transformational leadership 
approach as this change may be perceived unfavorably by subordinates of different racial groups 
who may assign stereotypical values and aspirations to the leaders.  
Leadership behaviors and expectations and assumptions related to race add an additional 
dimension that impacts how educational leaders can influence their constituents and operate 
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within and outside racial stereotypes. While minority educational leaders may face obstacles 
when attempting to apply transformational strategies to change school policies and practices, 
especially for those that involve racial and/or diversity issues, transformational leadership 
continues to hold promise as a way to align diverse needs (Santamaria & Jean-Marie, 2014). 
Zero Tolerance Policies and Exclusionary Discipline Practices 
Principals have the responsibility as transformational leaders to attend to the needs of 
their students, faculty and staff, and school to support their students in reaching their full 
potential. These responsibilities compel principals to critically evaluate and change ineffective 
educational policies that create negative consequences for students and negative work 
environments for their staff. An example of flawed policies that have been shown to result in 
negative effects on students’ academic, behavioral, emotional and social outcomes are zero 
tolerance policies.  
Zero tolerance is loosely defined by the U.S. Department of Education as a policy that 
“mandates predetermined consequences or punishments for specific offenses” (Hoffman, 2014; 
Jones, 2013; Triplett, Allen, & Lewis, 2014; Skiba, 2014; Wilson, 2014). Zero tolerance policies 
were first introduced into U.S. public schools in 1994 when the Clinton Administration and 
Congress passed the Gun-Free Schools Act (GFSA), mandating that states receiving federal 
funding expel any student for at least one calendar year for possession of a firearm on school 
grounds (Han & Akiba, 2011; Heilbrun et al., 2015; Skiba, 2014). In the 1980s and 1990s, fears 
concerning serious violent behaviors, including weapon- and sex-related violence, in schools and 
classrooms led to a dramatic increase in the implementation of zero tolerance school discipline 
policies (Han & Akiba, 2011; Skiba, 2014). Since the 1990s, zero tolerance policies have been 
adopted by school districts across the nation (Fergus, 2015; Heilbrun et al., 2015; Jones, 2013).  
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Zero tolerance is traditionally and commonly associated with drug, alcohol, and weapon 
codes of conduct (Fergus, 2015; Hoffman, 2014; Jones, 2013). But the GFSA gave discretionary 
freedom to administrators to modify the policy, and with time, school districts have expanded 
that application to include more subjective and difficult-to-define categories, such as willful 
disobedience, dress code violations, and intentionally treating authority with disrespect (Fergus, 
2015; Jones, 2013; Triplett et al., 2014). The offenses originally meant to be addressed by zero 
tolerance policies, including those involving weapons and drugs, are less frequent than those 
related to subjective behavioral infractions that are not necessarily physically dangerous but 
rather are considered distracting, disorderly, or inappropriate (Hoffman, 2014; Evans & Lester, 
2012; Fergus, 2015). 
Zero tolerance policies are based on the assumptions that harsh sanctions will deter 
school misconduct and that removal of the most serious offenders from the school will improve 
the school climate (Heilbrun, et al., 2015; Jones, 2013). The philosophy of zero tolerance is 
based on the “broken-window” theory (Skiba, 2014). The theory maintains that communities 
must react to even minor disruptions in the social order with relatively strong force to “send a 
message” that certain behaviors will not be tolerated (Jones, 2013; Skiba, 2014). Advocates of 
zero tolerance believe that the failure to intervene in this way allows the cycle of disruption and 
violence to gain a solid footing in the schools and community (Skiba, 2014).  Zero tolerance 
policies rely primarily upon school exclusion – in-school and out-of-school suspension and 
expulsion and referrals to juvenile justice systems – and increases in security and policy presence 
in schools (Han & Akiba, 2011; Skiba, 2014). 
With the philosophy of zero tolerance to treat all incidents as worthy of severe 
intervention, there have been numerous incidents in the U.S. in which the punishments seem 
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disproportionate to the offense, suggesting that zero tolerance policies have reached illogical 
extremes (Evans & Lester, 2012; Hoffman, 2014; Jones, 2013; Skiba, 2014). Reports have 
documented incidents in which students have been suspended or expelled for bringing a plastic 
knife in their lunchbox, pointing a gun drawn on paper at classmates, and bringing a plastic axe 
to school as part of a Halloween costume (Skiba, 2014).  
Outcomes of zero tolerance policies. Research suggests that there is no evidence to 
support the effectiveness of zero tolerance as a disciplinary policy as these policies neither deter 
student misbehavior nor improve school climate (Heilbrun et al., 2015; Hoffman, 2014; Jones, 
2013; Losen, 2013; Skiba, 2014). Further, research shows that students who are suspended once 
are more likely to be suspended again, with no evidence of a deterrent or remedial effect (Fabelo 
et al., 2011; Tobin, Sugai, & Colvin, 1998). Exclusionary discipline removes students from the 
learning environment and potentially increases the amount of time that they spend unsupervised 
and with out-of-school youth (Evans & Lester, 2012; Losen, 2013; Jones, 2013; Triplett et al., 
2014). When students are suspended from their traditional school setting for more than ten days, 
the school is required to provide alternative educational opportunities. Yet in many cases, these 
alternative educational opportunities are inferior and worsen students’ educational frustrations 
(Han & Akiba, 2011). Students suspended for less than ten days often are not given any type of 
alternative educational placement and are frequently prevented from making up missed work, 
which increases the likelihood of academic failure (Evans & Lester, 2012). For students who 
have been expelled, most U.S. states do not require local education agencies to provide 
alternative education services (Han & Akiba, 2011). Even states that have laws requiring 
alternative schools for expelled students do not mandate that expelled students attend them (Hans 
& Akiba, 2011). Exclusionary discipline has been shown to have negative long-term social and 
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emotional consequences for students, including increased risk for future delinquency, anxiety, 
substance use, school dropout (Anyon et al., 2014; Losen, 2013; Triplett et al., 2014). 
Beyond having negative consequences for individual students, zero tolerance policies 
also have been shown to fail in creating safer schools or improving school climate (Evans & 
Lester, 2012; Han & Akiba, 2011; Hoffman, 2014; Losen, 2013). Zero tolerance policies result 
in the unnecessary criminalization of what many consider to be typical child and adolescent 
behavior and increase the link between the education system and the juvenile justice system, 
exacerbating student misbehavior and creating negative school climates (Jones, 2013; Losen, 
2013). Negative school climates have been shown to increase both teacher turnover rates and 
student dropout rates (Evans & Lester, 2012). Exclusionary discipline mandated by zero 
tolerance policies often create antagonistic relationships between students and teachers and 
administrators (Hoffman, 2014).  
Racial disparities in exclusionary discipline practices. In addition to being 
unsuccessful in improving student behavior or creating safer schools, zero tolerance policies 
have been shown to exacerbate the discipline gap between white students and students of color 
(Hoffman, 2014; Skiba, 2014). One of the most consistent findings when examining school 
discipline is that there is a high degree of racial disparity in school suspension and expulsion 
(Anyon et al., 2014; Han & Akiba, 2011; Hoffman, 2014; Skiba, 2014). Research indicates that 
zero tolerance policies contribute greatly to the disproportionately high percentage of suspension 
for black, Latino, and Native American students in schools (Anyon et al., 2014; Fergus, 2015; 
Heilbrun et al., 2015; Triplett et al., 2014). Particularly, black males in special education are 
significantly more likely than students of other backgrounds to receive suspension or expulsion 
as punishment (Anyon et al., 2014; Han & Akiba, 2011; Losen, 2013). Black students are 
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consistently suspended at rates two to three times higher than the rates for other students and are 
similarly overrepresented in office referrals, expulsions, corporal punishment, and referral to law 
enforcement (Anyon et al., 2014; Hoffman, 2014; Losen, 2013; Skiba, 2014). The racial gap 
remains even when poverty and other sociodemographic variables are accounted for (Heilbrun et 
al, 2015).  
Previous research suggests that school-to-school variations in suspension rates cannot be 
adequately explained by differences in student behavior (Heilbrun et al., 2015; Skiba, Edl, & 
Rausch, 2007; Skiba et al., 2011). Studies have shown that white students are referred more than 
black students for more objective offenses, such as smoking and vandalism, while black students 
are referred more than white students for more subjective offenses, such as disrespect and 
loitering (Jones, 2013; Skiba, 2014). Black males are more likely than white students and 
students of other racial minority groups to be suspended for subjective, relatively minor 
disciplinary infractions, such as insubordination and disruption, and to receive more severe 
penalties for minor misconduct (Heilbrun et al., 2015; Skiba 2014). Black male students tend to 
be disciplined more harshly for the same behaviors that are committed by white students (Anyon 
et al., 2014; Hoffman, 2014).   
Several studies have examined the racial disparity in discipline rates. Losen and Skiba 
(2010) analyzed school and district-level suspension data and identified significant differences 
between racial subgroups. More than 28% of the middle school black males in their sample had 
been suspended over the past year, compared to 10% of white males and 4% of white females. 
Approximately one-third of the schools in their sample had “extraordinarily high” suspension 
rates for at least some subgroups, suspending black males at a rate of 33% or higher.  
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Hoffman (2014) assessed the effect the expansion of zero tolerance policies had on both 
racial differences in the percentage of students recommended for expulsion from a mid-sized 
urban school district and racial differences in the proportion of days that all students in the 
district’s secondary schools were suspended from school. The sample district served more than 
24,000 students. Results showed that the expansion of zero tolerance policies increased the 
percentage of students recommended for expulsion and that the effect on the population of black 
students in the district was much greater than the effect on students of any other race or ethnicity. 
The percentage of white students recommended for expulsion increased from 0.3% before the 
policy change to 0.5% after the policy change. For Latino students, the percent of students 
increased from 0.8% to 1.0% of secondary students. The already high percentage of black 
students recommended for expulsion more than doubled from 2.2% to 4.5%. While the estimated 
percentage of days white students were suspended was unaffected by the expansion of zero 
tolerance, the percentage of days black students were suspended increased by approximately 0.1 
percentage points, equaling an additional 700 days of instruction lost to suspension. 
Disciplinary Process 
Discipline decisions are primarily left to the school’s principal, except in very rare 
circumstances, such as when a student brings a firearm to school (Kinsler, 2011); in that case, 
national and state law mandate the consequence of expulsion for at least a year. In most other 
cases, once a student has been referred for misconduct, principals must decide whether to 
suspend the student, and if so, for how long. School disciplinary events are often viewed as a 
linear function of student behavior or as a choice model in which principals create a set of 
disciplinary regulations at the beginning of each school year and students make choices about 
whether to engage in disruptive behaviors (Skiba, 2014). Therefore, students are often seen by 
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educators as consciously deciding to misbehave and students’ decisions to misbehave are seen as 
directly determining whether they are referred to the principal’s office and suspended (Kinsler, 
2011; Skiba et al., 2014). Because school personnel view the disciplinary process as being driven 
by student behavior, disciplinary outcomes such as suspension and expulsion are thus perceived 
as direct indicators of the extent of student disruption (Skiba et al., 2014). While educators often 
believe the simplistic explanation that connects student misbehavior and discipline, data suggests 
that school suspension or expulsion is the result of a complex process that cannot be described as 
a straight line leading from student misbehavior to an invariant consequence delivered by the 
principal or disciplinary team (Skiba et al., 2014). Judgements about the student’s behavior are 
influenced by several factors such as the student’s disciplinary history and the immediate context 
of the behavior, making school exclusion more of a process than an event (Skiba et al., 2014; 
Welch & Payne, 2010).  
The National Center for Education Statistics (NCES) surveyed a nationally representative 
sample of 1,234 school principals or disciplinarians to learn what they considered to be the most 
pervasive disciplinary problems in their schools (Skiba et al., 2014). The most frequently cited 
problems at all school levels were nonviolent behaviors such as tardiness (40%) and absenteeism 
(25%), with the most severe behaviors such as drug use and possession of a weapon reported to 
occur only 9% and 2% of the time, respectively (Skiba et al., 2014). Nonviolent offenses 
resulting in high suspension rates for minority students revealed that individual-level discretion 
was employed by principals when determining which student behaviors to address (Welch & 
Payne, 2010). 
 Research suggests that classroom and school characteristics may be more predictive of an 
individual’s probability of being suspended than student attitudes and behavior (Skiba et al., 
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2014).  The percentage of black students enrolled in a school has been shown to predict the use 
of more exclusionary discipline practices and less supportive interventions for discipline (Anyon 
et al., 2014; Skiba et al., 2014; Welch & Payne, 2010). Racial threat is a theoretical orientation 
that can explain the influence of racial composition on discipline (Payne & Welch, 2015). Racial 
threat predicts that the presence of a high ratio of black individuals will intensify public punitive 
actions because of the perceived political, economic, or criminal threat that a relatively large 
minority population presents to the white majority (Payne & Welch, 2015). 
  Anyon et al. (2014) investigated whether race independently contributed to students’ risk 
of office discipline referral, suspension, law enforcement referral, and/or expulsion and whether 
alternative approaches to resolving discipline problems protected students from out-of-school 
suspension and expulsion. The sample size of 87,997 students in 183 schools consisted of all 
students in kindergarten to grade 12 enrolled in Denver Public Schools during the 2011-2012 
academic year. Results indicated that student racial background and school racial compositions 
were enduring risk factors across key decision points in the school discipline process. Black, 
Latino, and multiracial students were often punished more harshly than white students for the 
same offenses. Schools with higher proportions of black and Latino students were more likely to 
use school exclusion as a disciplinary practice.  
Welch and Payne (2010) examined schools with a higher proportion of black students to 
determine whether these schools were more likely to use punitive discipline methods, including 
detention and suspension, whether these schools were more likely to implement zero tolerance 
policies, and whether these schools were more likely to use extreme punitive controls, such as 
expulsion and calling the police. The researchers collected data from 294 public, nonalternative 
middle and high schools. Principal, teacher, and student questionnaires assessed the schools’ 
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disciplinary response, percentage of black students, and several control variables, including 
principal leadership, the quality and quantity of the discipline training school personnel received, 
the percentage of Latino students, and the percentage of students who qualified for free or 
reduced lunch. The study found that schools with higher black enrollments were more likely to 
have higher rates of exclusionary discipline, court action, and zero tolerance policies, even after 
controlling for school levels of misbehavior and other factors that have been shown to affect 
discipline practices. The only other significant predictor was greater principal leadership, with 
principals who perceive themselves as effective leaders in terms of supervision, feedback, 
consideration, presence, visibility, and planning being more likely to use mild disciplinary 
practices and restitutive techniques. 
Principals’ attitudes toward zero tolerance and exclusionary discipline. Like racial 
composition, school-to-school variations in suspension rates may be partly caused by differences 
in attitudes held by school principals regarding the value of school suspension as a disciplinary 
practice (Heilbrun et al., 2015; Skiba et al., 2007; 2014). Mukuria (2002) examined the 
differences in attitudes expressed by administrators in high- versus low-suspending schools in 
urban, predominantly black communities. Predominantly black schools were those with a black 
student population of 55% or greater. A total of 110 middle schools were ranked according to 
suspension rates; two principals in schools with the lowest suspension rates and two principals in 
schools with the highest suspension rates were selected for the case study. Principals in low-
suspending schools were more willing to bring issues of context in their decisions about 
consequences, supported teachers morally and materially, and ensured that teachers had ample 
school provisions and equipment for instruction. Principals in high-suspending schools reported 
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that they strictly adhered to district disciplinary policy without considering the circumstances and 
did not appear to value or respect their teachers’ suggestions on discipline matters.  
Skiba et al. (2014) examined the contributions of behavior, student characteristics, and 
school-level variables to exclusionary discipline and racial disparities in discipline. A total of 
1,068 principals’ perspectives on school discipline were assessed using an adaptive version of 
the Disciplinary Practices Survey. The survey was comprised of 42 questions and covered seven 
content areas: attitude toward discipline in general; awareness and enforcement of discipline 
procedures; beliefs concerning suspension, expulsion, and zero tolerance; beliefs about 
responsibility for handling student misbehaviors; attitude toward differential discipline of 
disadvantaged students or students with disabilities; resources available for discipline; and 
attitude toward the availability of prevention strategies as alternatives to exclusion. Among the 
researchers’ several findings was the result that principals’ perspective on discipline predicted 
discipline practices concerning the use of out-of-school suspension and expulsion. In schools 
with principals who had more favorable attitudes toward school exclusion, students were more 
likely to receive out-of-school suspension or expulsion compared to in-school suspension. 
Conversely, schools with principals that favored preventive alternatives to suspension and 
expulsion were less likely to use out-of-school suspension and expulsion as discipline methods.  
The study by Heilbrun et al. (2015) examined whether Virginia high school principals 
who endorsed zero tolerance had higher suspension rates and a greater racial disparity in 
suspensions. The researchers investigated whether racial disparities in suspension rates existed in 
Virginia high schools, whether principals’ attitudes favoring zero tolerance was associated with 
higher suspension rates, and whether there were racial differences in the types of offenses that 
resulted in suspension. The sample consisted of 306 Virginia high school principals. The Zero 
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Tolerance Attitudes (ZTA) Scale, a brief measure derived from the best-discriminating items on 
zero tolerance from Skiba’s 60-item Disciplinary Practices Survey, was used to assess principals’ 
attitudes toward the use of zero tolerance and suspension (Skiba & Edl, 2004). Information from 
the Virginia Department of Education provided discipline data for all incidents that resulted in 
suspension from the 2011-2012 school year. Principals’ endorsement of zero tolerance was 
moderately associated with suspension rates for both white and black students. Black students 
were significantly more likely to be suspended for disruptive behavior and white students were 
more likely to be suspended for alcohol- and drug-related offenses.   
In recent years, researchers, school-based mental health professionals, and educators have 
suggested that the goal of reaching educational equity for vulnerable youth cannot be met 
without eliminating racial disparities in school discipline practices (Anyon et al., 2014). The 
federal government has identified school discipline policy as a national priority for education and 
juvenile justice reform, calling on localities to reduce out-of-school suspensions and expulsions, 
especially among students of color (Anyon et al., 2014). Research shows that poor principal 
leadership is associated with greater use of punitive discipline (Welch & Payne, 2015). In 
contrast, discipline policies are more likely to be effective in improving student behavior and 
accountability in schools with strong principal leadership (Welch & Payne, 2015). Because of 
the link between principal leadership and schools’ approaches to student discipline, interventions 
that strengthen principal leadership may ultimately result in schools’ implementing more 







CHAPTER III: METHODOLOGY 
Transformational Intervention for Principal Leadership (TrIPLe) 
With effective principal leadership being a crucial element in the implementation of any 
large-scale change at the school level, it is imperative that principals seeking to change their 
schools’ disciplinary practices receive sufficient and relevant training on both the harmful effects 
of exclusionary discipline and feasible steps they can take to bring about positive change. This 
study examined the feasibility and acceptability of an innovative intervention, Transformational 
Intervention for Principal Leadership (TrIPLe). TrIPLe is a manualized, district-level 
professional development workshop for principals in elementary and middle schools with 
suspension and expulsion rates in the top 10-15% of their school district. The program aims to 
decrease the rate of suspension and expulsion in schools by educating principals about the 
ineffectiveness and detrimental effects of zero tolerance policies and exclusionary discipline and 
by supporting principals in using transformational leadership practices to bring about changes in 
their schools’ approaches to dealing with student misbehavior. 
Development of the intervention. The creation of TrIPLe began in the fall of 2016 as 
my leadership capstone project, a requirement for the degree of Master of Science in Leadership 
in The Citadel, The Military College of South Carolina’s Department of Leadership Studies. My 
research interest is racial disparities in education and a literature review of the topic revealed that 
exclusionary discipline continues to be a significant issue in this country. As the managers of 
discipline in schools, I decided to target principals’ attitudes and behaviors toward discipline to 
decrease schools’ use of exclusionary discipline. The leadership capstone project focused on the 
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roles and responsibilities of principals, tenets of transformational leadership, exclusionary 
discipline practices and their effects on student outcomes and school climate, and how principals 
can adopt a transformational leadership approach to implement discipline changes in their 
schools. It provided guidelines for principals who aimed to introduce changes in their schools to 
improve student outcomes by adopting a transformational approach and served as the first step to 
the development of this manualized intervention. 
In the spring of 2018, the creation of TrIPLe continued as a project in a required course 
in the School Psychology Doctoral Program in the University of North Carolina at Chapel Hill’s 
(UNC) School of Education. The course’s objectives were to analyze a pressing 
psychoeducational need related to children and youth in an educational context and to conduct a 
problem analysis that supported the development of an innovative intervention to address the 
problem. The development of a problem theory and logic model followed to guide the 
development of a new intervention. The course also focused on understanding the foundations of 
social entrepreneurship, a concept in which entrepreneurs develop and implement innovative 
solutions for social, cultural, or environmental issues. Based on the literature review and 
guidelines for principals I completed for the leadership capstone project and the course 
objectives, I developed TrIPLe and created the first draft of the intervention manual detailing 
the content and activities of each session.  
In the fall of 2017, I was accepted to UNC’s Creating University Born Entrepreneurs 
(CUBE) 2017-2018 program, a program that provides students the opportunity to better 
understand how to apply the entrepreneurial process to solve social and/or environmental issues, 
to advance the development of the intervention. As part of CUBE, I engaged stakeholders in the 
design of TrIPLe by soliciting feedback on TrIPLe’s structure, timeline, session content, and 
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activities by interviewing potential beneficiaries, customers, and community members. The 
CUBE allowed me to move the design of TrIPLe into a prototype ready for launch with the 
completion of the manual and structural changes that made the intervention more practical for 
implementation.  
Intervention facilitators. All sessions of TrIPLe will be implemented by two 
facilitators. The lead facilitator of TrIPLe will be a school psychologist practicing primarily in 
public schools located in the participating schools’ district. A school psychologist was chosen to 
lead this intervention because school psychologists are uniquely qualified as experts in 
schoolwide practices to promote student learning, prevention and intervention services, and 
consultation and collaboration. The co-facilitator will be a socially responsible business leader 
whose business is in the communities of the participating schools. Socially responsible 
businesses are for-profit enterprises that continually commit to behaving ethically while 
benefiting the local community and society at large (Holmes & Watts, 2000; Wilburn, 2009). 
Growing interdependence between the business community and schools, especially in rural areas 
where school districts are often a town’s largest employer and the cultural center of the 
community, have led to growing mutual economic obligations and increasing accountability to 
the public (Hux & Nichols, 2016; Tekniepe, 2015; Valackienė & Micevičienė, 2012). The loss of 
jobs in rural areas following the 2007-2009 recession has had a devastating impact on many rural 
economies, making creating and sustaining collaborative partnerships between rural communities 
and schools a necessity for survival (Hux & Nichols, 2016; Tekniepe, 2015). Because 
exclusionary discipline practices increase students’ risk of academic failure, school dropout, and 
involvement with the juvenile justice system, business leaders in all communities have a vested 
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interest in decreasing the use of these practices in schools as students are their future customers 
and employees.  
While there are differences between the structure of a school and that of a business, 
schools are organizations that have a lot of the same elements of a business, such as having a 
vision and mission, a unique culture, team members/employees, and the goal of serving 
customers, which in the case of schools are students, families, and communities. As facilitators 
of TrIPLe, business leaders will focus on organizational improvement, such as aligning actions 
with the organization’s shared mission and developing and carrying out coherent, well-
coordinated actions to overcome challenges. School psychologist will focus on applying each of 
the tenets of transformational leadership to the process of changing schools’ disciplinary 
practices. Business leaders will bring in outside expertise that is not readily available from those 
who have primarily worked in education. The business leader will work with the school 
psychologist to provide fresh insight into how to use resources and opportunities to combat the 
problem of principals’ over-relying on exclusionary discipline practices when dealing with 
student misbehavior.  
Intervention framework. Most professional development for educators are one-day 
workshops that produce little improvement in performance due to limited opportunity to practice 
newly learned skills and inadequate feedback (Desimone, Porter, Garet, Yoon, & Birman, 2002; 
Yoon, Duncan, Lee, Scarloss, & Shapley, 2007). For some educators, in-service training alone 
may not be enough; additional supports may be necessary. Research by Joyce and Showers 
indicated that professional development trainings for teachers that merely provide information 
about more effective teaching and classroom management strategies result in teachers 
transferring only about 5% of what they learned to their classrooms (Goodwin & Taylor, 2019).  
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Professional development that includes a combination of in-service and follow-up 
support in the form of coaching has been shown to be more effective in promoting changes in 
educator behaviors (Garbacz, Lannie, Jeffery-Pearsall, & Truckenmiller, 2015; Goodwin & 
Taylor, 2019; Jager, Reezigt, & Creemers, 2002; Knight, 2009; Kretlow & Bartholomew, 2010; 
Kretlow, Wood, & Cooke, 2011; Yoon et al., 2007). Joyce and Shower’s model of educator 
training provided four key components of effective training. The first component focuses on 
knowledge and involves explaining the theory or rationale underlying a skill or strategy. This 
first step includes detailing when a given skill or strategy should be used and how to use it. The 
next step is modeling and involves providing the opportunity for educators to observe the 
demonstration of the skills. Modeling ideally happens in a setting closely approximate to the 
real-world setting. The third step is the practice phase, which involves the trainees practicing the 
skills in the training setting or under stimulated conditions. The final step provides peer coaching 
that involves collaborative planning and development and implementation of the content aimed 
at achieving collective goals (Joyce & Showers, 2002).  
The approach of combining professional development and ongoing coaching follows the 
Multi-Tiered Systems of Support (MTSS) approach used to determine students’ needs (Schnorr, 
2013; Myers, Simeonsen, & Sugai, 2011). MTSS provides a framework for effective research-
based instruction at varying levels of intensity, including progress monitoring and data-based 
decision making (Wood et al., 2016). Most MTSS models include three tiers to intervention that 
increase with intensity: primary level or universal services and supports (Tier I), secondary level 
or targeted small-group interventions (Tier II), and tertiary level or individual supports (Tier III) 
(Wood et al., 2016). TrIPLe serves as a Tier II intervention for principals of elementary and 
middle schools that continue to have high suspension and expulsion rates despite the principals 
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having participated in professional development trainings available to all principals. As with any 
Tier II intervention, TrIPLe provides small-group support using elements that have been shown 
to be effective; for professional development, these elements include the program being coherent 
and content-focused and incorporating active and collaborative learning experiences (Leko & 
Brownell, 2009). Figure 1 shows how TrIPLe applies the MTSS framework used to support 
students’ academic and social/emotional functioning to address the problem of principals’ over-
relying on zero tolerance policies and exclusionary discipline practices.  
 
 
Intervention process. Core components refer to the essential functions and intervention 
activities that are intended to produce the desired proximal outcomes and increase the likelihood 
that distal outcomes will be achieved (Blase & Fixsen, 2013). An intervention’s logic model 
crystallizes the vision and process of a program and displays how the program theoretically 
should work (Peyton & Scicchitano, 2017). Figure 2, TrIPLe’s logic model, shows the 
connections between the intervention’s core components, including its objectives, lesson content, 
and activities, and its projected short-term and long-term outcomes.   





The short-term, or proximal, goals of the intervention are to: 1) decrease principals’ 
favorable attitudes toward zero tolerance policies and exclusionary discipline practices; 2) 
increase principals’ knowledge of and favorable attitudes toward alternative discipline practices, 
specifically Positive Behavior Interventions and Supports (PBIS) and restorative justice; 3) and 
increase principals’ ability to coach and support their faculty and staff in implementing discipline 
Figure 2. TrIPLe Logic Model 
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changes. Long-term, or distal, goals include: 1) reduction in the rate of suspension and 
expulsions for all students; 2) decrease in racial disparity in suspension and expulsion rates; 3) 
increase in the use of effective discipline strategies; 4) improvement in school climate; and 5) 
increase in students’ academic achievement and school engagement. Factors that may increase 
the likelihood of this intervention being successful are: principals’ recognizing the value of 
alternative discipline approaches; schools having pre-existing collaborative relationships among 
principals, faculty and staff, families, and community members; schools’ commitment to 
promoting equitable education opportunities; and principals’ awareness of social justice issues in 
the larger social context. Risk factors that may hinder principals’ progress are principals’ positive 
attitudes toward zero tolerance policies and exclusionary discipline and low school commitment 
to changing exclusionary discipline practices.  
The research studies cited in the previous section show that principals’ favorable attitudes 
toward exclusionary discipline predict their schools’ suspension and expulsion rates, so the first 
short-term goals of TrIPLe are to decrease principals’ favorable attitudes toward exclusionary 
discipline and strengthen their knowledge of and favorable attitudes toward alternative discipline 
approaches, specifically PBIS and restorative justice practices. The third short-term goal of the 
intervention is to increase principals’ ability to coach and support their faculty and staff in 
implementing new discipline approaches in their schools. The educational component of the 
training focusing on exclusionary discipline and alternative discipline approaches shows the 
principals why their schools need to decrease their use of suspension and expulsion and what 
discipline approaches are more effective in decreasing student misbehavior and improving 
school climates; the remaining sessions on transformational leadership illustrate how principals 
can lead the needed change in their schools. An intervention’s theory of change describes the 
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mechanisms by which change is expected to occur (Blase & Fixsen, 2013). TrIPLe’s theory of 
change, depicted in Figure 3, identifies the assumptions that underlie the programs’ hypothesis 
and tracks the intermediate outcomes expected as a result of the linked strategies and activities 
(Dhillon & Vaca, 2018).  
 
Kouzes and Posner’s model of transformational leadership serves as TrIPLe’s model of 
choice because this model’s five fundamental leadership practices – inspire a shared vision, 
challenge the process, model the way, enable others to act, and encourage the heart – are 
particularly relevant for principals’ attempting to change their schools’ discipline methods. Table 










The process of organizations’ bringing about substantial change has been theorized in 
several different theories. Lippitt, Watson, and Westley (1958) developed a seven-step theory 
that focuses on how change agents bring about change in organizations, rather than the change 
itself (Kritsonis, 2004). The seven steps outlined in the theory are:  
1) Diagnose the problem. 
2) Assess the motivation and capacity for change. 
3) Assess the resources and motivation of the change agent. This includes the change 
agent’s commitment to change, power, and stamina. 
4) Choose progressive change objects. In this step, action plans are developed and 
strategies are established. 
5) The role of the change agents should be selected and clearly understood by all 
parties so that expectations are clear. Examples of roles are: cheerleader, 
facilitator, and expert. 
6) Maintain the change. Communication, feedback, and group coordination are 
essential elements in this step of the change process. 
7) Gradually terminate from the helping relationship. The change agent should 
gradually withdraw from their role over time. This will occur when the change 
becomes part of the organizational culture. (Lippitt, Watson, & Westley, 1958) 
 
Session Content 
Session One: Exclusionary 
Practices  
Teaches principals about the negative consequences of exclusionary 
discipline practices 
Session Two: Alternative 
Discipline Practices 
Emphasizes two alternative discipline approaches: Positive Behavioral 
Interventions and Supports (PBIS) and restorative justice practices 
Session Three: Inspire a 
Shared Vision 
Focuses on principals ensuring that their schools’ discipline approaches 
align with their vision and mission 
Session Four: Challenge the 
Process 
Provides information about how principals can challenge the status quo 
and experiment with new ideas and practices to grow and improve 
Session Five: Model the Way 
Explores steps principals can take to better model how their faculty and 
staff should address student misbehavior 
Session Six: Enable Others 
to Act 
Teaches principals how they can encourage collaboration among their 
faculty and staff and support them in taking on leadership roles 
Session Seven: Encourage 
the Heart 
Provides information on how principals can better show appreciation 
and encouragement to build a stronger sense of collective identity and 
community spirit 
Table 2. TrIPLe Sessions 
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Lippitt, Watson, and Westley stated that changes are more likely to be stable if they spread to 
neighboring systems or to subparts of the system that are immediately affected (Kritsonis, 2004). 
The TrIPLe logic model and theory of change show that the workshop aims to have principals 
learn transformational leadership strategies and apply those tenets to change their schools’ 
discipline approaches; however, as principals strengthen their transformational leadership skills, 
they will be better able to apply those strategies to improve other areas of schools, such as 
curriculum and instruction. 
Research Aim 
This study employed a mixed-methodology design to collect qualitative and quantitative 
data from a sample of public elementary and middle school principals, school psychologists, and 
business leaders. The goal of this study was to reach a group consensus regarding the feasibility 
and acceptability of TrIPLe for future implementation in a school district by gathering responses 
from the individuals who will be affected by TrIPLe and whose cooperation is needed to 
implement and improve the workshop (Green, 2014). 
Research Methods 
Research design. The Delphi method was used to collect data to reach the study’s aim. 
The Delphi method involves using a systematic communication process to obtain the consensus 
of a group of experts regarding a complex problem and to make decisions on future actions 
(Fletcher & Marchildon, 2014; Green, 2014; Hsu & Sandford, 2007; Massaroli, Martini, Lino, 
Spenassato, & Massaroli, 2017). The Delphi method has been successfully used in educational 
settings for curriculum planning as it serves as a good initial step to determine curricular needs, 
training and staffing needs, and recruitment options (Green, 2014). The Delphi process allows 
the participants to receive feedback about the opinions raised by others while minimizing 
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undesirable group dynamics such as manipulation and coercion to conform to a certain 
viewpoint. Further, the participants can revise their opinions in response to other group 
members’ opinions and respond to the points raised by other participants (Hsu & Sandford, 
2007). 
While the Delphi process can theoretically be continuously iterated until consensus is 
determined, three to five rounds are often sufficient to reach a consensus, with three rounds 
being the standard (Green, 2014; Hsu & Sandford, 2007; Wester & Borders, 2014). In the first 
round, qualitative data is gathered using a questionnaire with open-ended questions about a 
content area. The participants’ responses on the questionnaire are converted into a structured, 
quantitative survey instrument for the second round. For the second round and the start of the 
search for consensus, participants complete the structured survey and review the information 
summarized by the investigator based on the first round’s collected data. In the third and final 
round, the participants complete another structured survey that includes the items and ratings 
summarized in the previous round. Participants are told what items have reached consensus, 
what items have not, their ratings, and minority opinions. They are given a final opportunity to 
revise their judgment or to describe their reasons for maintaining their previous ratings (Hsu & 
Sandford, 2007). 
Participants. The Delphi method relies on the consulting of experts in the study area 
who have background and experiences concerning the target issue, are capable of contributing 
helpful input on the topic, are willing to revise their judgments for the purpose of reaching a 
consensus, and are heterogeneous enough to represent the range of stakeholders with differing 
opinions who have an interest in the results (Hsu & Sandford, 2007; Izaryk & Skarakis-Doyle, 
2017; Wester & Borders, 2014). Because the goal of this study is to understand the feasibility 
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and acceptability of TrIPLe to improve it for future implementation, members of the three 
groups directly involved with TrIPLe’s implementation and whose cooperation is needed to 
improve the intervention were eligible to participate: public elementary and middle school 
principals, as a small group of ideally six to eight elementary and middle school principals will 
be recipients of the intervention; school psychologists working predominantly in public schools 
because a school psychologist will serve as the intervention’s lead facilitator carrying out 
TrIPLe; and business leaders who have shown past commitments to improving their 
communities as a socially-responsible business leader will be TrIPLe’s co-facilitator. Research 
suggests that when various reference groups are involved in a Delphi study, a sample of between 
15 and 20 respondents is recommended (Hsu & Sandford, 2007). Each of the three groups of 
participants in this study were comprised of five individuals, for a total of 15 participants.  
Potential participants were contacted via e-mail regarding their willingness to participate 
in the study. Once individuals agreed to participate, they were emailed an informed consent form 
detailing the procedures for the study, estimated time commitment, and expected costs and 
benefits of participating. While TrIPLe is a professional development workshop that targets 
elementary and middle school principals whose schools have suspension and expulsion rates in 
the top 10-15% of their school district, for the purposes of this feasibility study the sample 
consisted of principals who volunteered to participate despite their schools’ suspension and 
expulsion rates.  
Ethical considerations. This study was reviewed by UNC’s Office of Human Research 
Ethics and was determined to be exempt from further review according to the regulatory 
exemption category Survey, interview, public observation under 45 CFR 46.101(b). As with any 
study involving human participants, this study was grounded in the moral principles of respect 
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for persons, beneficence, and justice. Proactive steps were taken to protect the participants’ 
privacy and anonymity, including the use of pseudonyms, the omission of identifiable 
information, and the use of password-protected files and secure online communications. The 
decision to participate in this study was completely left up to the individual principals, school 
psychologists, and business leaders. The informed consent form were signed at the start of the 
study and ensured that the participants were “fully informed about the purpose of the study, that 
their participation is voluntary, that they understand the extent of their commitment to the study, 
that their identities would be protected, and that there were minimal risks associated with 
participating” (Marshall & Rossman, 2016, pg. 52).  
Intersectionality of researcher and program developer. One of the issues that can 
arise in intervention research occurs when the primary investigator is also the intervention 
developer as this could lead to conflicting roles (Kennedy-Clark, 2013). While there are some 
benefits of playing multiple roles, such as the researcher being able to understand the whole 
process, tensions could also arise between the roles. As the intervention developer and evaluator, 
I took steps to minimize bias in this study. All participants were informed that the goals of the 
study were to understand TrIPLe’s strengths so that they are maximized and to better understand 
its weaknesses to improve the intervention for the next stage of intervention development. 
Participants were encouraged to be honest in their critique of TrIPLe as they were asked to be 
participants because their feedback and contributions were needed to improve the intervention. I 
used peer debriefing with an individual who was a member of the expert groups but not a study 
participant (school psychologist, business leader, or principal) to make judgments about the 
potential for bias or distortion in the analyses and conclusions and to solicit feedback about 
alternative explanations for the collected data. 
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Data collection strategies. Both qualitative and quantitative data were collected to 
address this study’s aims. Once the participants agreed to participate in this study, they were 
emailed a brief description of TrIPLe and a Portable Document Format (PDF) of the TrIPLe 
Facilitator Manual and Principal Workbook so that they could review the workshop’s content, 
activities, and homework assignments. The participants were permitted to call or email me to ask 
questions about the workshop’s goals, content, and/or format at any time during the study. The 
participants were sent a brief demographic survey asking their gender, race, highest degree 
completed, current profession, and years in current profession; the business leaders also provided 
information about how they have partnered with schools in the past.  
After the participants reviewed the materials and had their initial questions answered by 
the investigator, they completed a seven-item, open-ended questionnaire assessing their thoughts 
about TrIPLe’s feasibility and acceptability. Based on the participants’ responses in Round 1, a 
20-item, six-point Likert-scale survey was created to determine the level of agreement between 
the participants regarding themes that emerged in their previous responses. For the third and final 
round, the survey used in the previous round was elaborated on to clarify the items in which the 
participants had a wide variety of responses. The participants learned the position of other 
participants and had the opportunity to reflect on their ratings and either change or keep their 
opinion. Both surveys had an even number of response options so that the participants could not 
select a response in the middle and were forced to choose a side. This is crucial for surveys in a 
Delphi study because mid-range responses can lead to a false consensus (Green, 2014). All three 
rounds of the study were completed using Microsoft Forms, an online survey creator. The online 
questionnaire and surveys allowed for individual responses to be completed at the participants’ 
own pace and guaranteed anonymity of responses.  
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Data analyses. In the Delphi method, analysis took place simultaneously with data 
collection as the questionnaire and surveys were based on findings from the previous rounds 
(Massaroli et al., 2017). Content analysis was used to analyze the qualitative data from the first 
round’s open-ended questionnaire. Content analysis is the subjective interpretation of the content 
of text through the systematic classification process of coding and identification core 
consistencies and meanings (Hsieh & Shannon, 2005; Patton, 2015). The software program 
NVivo was used to identify what patterns and themes emerge in the collected data; therefore, the 
analysis can be further classified as inductive analysis as the patterns and themes were 
discovered in the data (Patton, 2015). NVivo allowed for the creation of concept maps that 
display phrases and themes within each participants’ responses and for the comparison of all 
responses to determine the contexts in which they use the same phrases and themes (Patton, 
2015).  
To analyze the quantitative data from the subsequent rounds, the median score and 
interquartile range (IQR) were calculated. The median is typically used with the Delphi method 
because it is a measure of central tendency that does not allow an outlying score or opinion to 
skew the final score. The median is also preferred for analysis with the Delphi method because it 
is appropriate for small groups (Wester & Borders, 2014). A median of 5 or higher on the 6-point 
Likert scale was used as the cutoff to determine whether the participants agreed with an item. 
The IQR identifies the level of consensus within a distribution of scores, representing the middle 
half of responses, with a smaller IQR indicating a higher degree of consensus (Wester & 
Borders, 2014). An IQR of 1.00 or less was used to determine that consensus had been met for a 
specific item.  
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 Credibility. Several procedures were used to ensure that standards of trustworthiness 
were met, including prolonged engagement and member checks. I had prolonged engagement 
with the participants over the course of several weeks. Member checking was accomplished by 
having the participants review my analyses of their responses to confirm their accuracy and by 
allowing the participants to provide explanations for their ratings and to comment on both the 
items and others’ ratings.  
 Confirmability. Confirmability refers to the degree to which the results of a qualitative 
study can be confirmed or corroborated by others. To address this study’s confirmability, I 
documented the procedures for checking the data throughout the study. A data audit was 
conducted to examine the data collection and analysis procedures. Participants had the 
opportunity to check that the meanings they intended in their responses were included in the 
themes. Peer debriefing was also used to check for bias in the data analyses and to ensure that 







CHAPTER IV: RESULTS 
Participant Demographics 
The five school psychologists participating in this study provided the following 
demographic information: a white female with a master’s degree and 3 or fewer years of 
experience; a white female with a doctoral degree and 10 to 15 years of experience; a black 
female with a master’s degree and 4 to 9 years of experience; and black female with a master’s 
degree and 3 or less years of experience; and a white female with a master’s degree and 10 to 15 
years of experience.   
The five participating business leaders had leadership roles in diverse career fields and 
partnered with schools in different ways. One participant was a black male with a bachelor’s 
degree and 3 or fewer years of experience as a dispatch manager with a company that partners 
with schools by participating in mentorship programs for at-risk youth. Another participant was a 
black male with a bachelor’s degree and 3 or fewer years of experience as a vendor for a 
business that provides food products to schools. Another was a black male with an associate 
degree and 4 to 9 years of experience as a financial service representative for a business that 
teaches financial literacy in schools. A participant was a black female with a bachelor’s degree 
and 16 to 20 years of experience as the owner of an event planning business that caters and 
decorates school events and luncheons. The fifth participating business leader was a black female 
with a bachelor’s degree and over 20 years of experience as a licensed cosmetologist who works 
as an instructor for a school’s career technology program and teaches a course on how to become 
a licensed entrepreneur in the hair industry. 
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 The following information describes the five participating principals: a black male with a 
doctoral degree and 10 to 15 years of experience as a principal; a black male with a professional 
degree and 4 to 9 years of experience as a principal; a white male with a professional degree and 
more than 20 years of experience; a black female with a professional degree and 16 to 20 years 
of experience; and a black female with a master’s degree and 4 to 9 years of experience.   
Round 1 Questionnaire 
The software program, NVivo, was used to analyze the qualitative data from the 15 
participants’ completed questionnaires. Each questionnaire completed by a participant was 
uploaded into NVivo as a PDF file. Theme nodes, or collections of references about a specific 
concept or idea, were created by identifying and coding references to the ideas in the sources at a 
node. For example, the time commitment required of facilitators and participants to complete 
TrIPLe was mentioned in several of the questionnaires. Any content related to “time 
commitment” was coded at the node. When the “time commitment” node was opened in NVivo, 
all references to the idea across the sources were in one place. Figure 4 provides a sample of the 
data analysis showing the references across several sources that relate to the theme of “Time 
Commitment is an Obstacle”: 
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Themes were referenced on items on the Round 2 Survey if they met the following two criteria: 
1) at least 5 of the 15 participants referenced the node in their questionnaire; and 2) at least one 
participant in each of the three expert groups referenced the node. A total of seven themes 
emerged in the qualitative analysis that met both criteria: Is Well-Written, Increases Knowledge 
and Strengthens Skills, Gives Practical Alternatives, Promotes Self-Reflection and Critical 
Figure 4. Sample of Node References in NVivo 
<Files\\FLO513 Round 1 Questionnaire> - § 2 references coded [6.20% Coverage] 
Reference 1 - 3.23% Coverage 
the most challenging aspect of the TrIPLe program would probably be the amount of time and commitment it 
requires. It may be difficult to coordinate busy schedules of school principals, psychologists, and business 
leaders bimonthly. 
Reference 2 - 2.97% Coverage 
take into consideration the busy schedules of those who would be involved in the program by possibly 
decreasing the number of sessions by combining two of them into one and by shortening the length of each 
session 
 
<Files\\JRB064 Round 1 Questionnaire> - § 1 reference coded [1.90% Coverage] 
Reference 1 - 1.90% Coverage 
I think that the number of sessions may be a weakness that could hinder or discourage full participation. 
 
<Files\\LAT583 Round 1 Questionnaire> - § 2 references coded  [9.11% Coverage] 
Reference 1 - 3.22% Coverage 
Although 7 sessions is not a lot, but even spending just 2 hours every other week can be time consuming for the 
school personnel. I think that people would be resistant to join the training just because of the time 
consumption. 
 
<Files\\OBI314 Round 1 Questionnaire> - § 1 reference coded  [4.18% Coverage] 
Reference 1 - 4.18% Coverage 
The only aspect of the program that I would consider a weak point is that it seems a bit lengthy and depending 
on the number of participants it may be difficult getting people to commit to taking part in the program in it’s 
entirety. 
 
<Files\\PSH899 Round 1 Questionnaire> - § 2 references coded  [3.63% Coverage] 
Reference 1 - 2.85% Coverage 
The amount of time and number of sessions could prove to work against the concept of the program. Principals 
are stretched thin with trainings and implementation of programs and strategies. 
Reference 2 - 0.78% Coverage 
I would change the number of sessions and timeframe. 
 
<Files\\WAD559 Round 1 Questionnaire> - § 1 reference coded [2.17% Coverage] 
Reference 1 - 2.17% Coverage 
The weaknesses I see individuals may say it is too long, to much read, and too many activities/ homework 
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Thinking, Promotes Collaboration, Business Leaders as Co-Facilitators, and Time Commitment 
is an Obstacle. 
Peer debriefing was used to confirm the data analysis. The peers selected to review the 
data were a school psychology graduate student who had some familiarity with the concept and 
goals of TrIPLe and a school psychologist with no exposure to the workshop or to the current 
research study. Both peers were employed in the school district where I am currently employed; 
the graduate student was interning in the school district and the school psychologist was a 
certified employee covering two elementary schools in the district. The two peers randomly 
selected questionnaires completed by one participating school psychologist, one participating 
business leader, and one participating principal. The peers read the participants’ Round 1 
Questionnaire responses, reviewed the NVivo analyses, and examined the Round 2 Survey items 
to enhance credibility and confirmability. The peer reviewers provided feedback about the 
analyses and creation of the next round’s survey, such as ensuring that the nodes were 
comprehensive enough to capture one overarching idea instead of several overly specific 
concepts and making sure that the Round 2 Survey items were only related to one point as 
opposed to two or more ideas.  
The NVivo content analysis indicated that the participants agreed on several strengths of 
TrIPLe. One strength pinpointed was that the session lessons, activities, and homework 
assignments were detailed and well-written. The workshop was described as systematic with 
each session requiring principals to engage in both self-reflection about their beliefs and 
practices as administrators and reflection about their schools’ culture, expectations, and 
practices. Participants indicated that the sessions encourage critical thinking and provide real-
world examples and scenarios that can facilitate the problem-solving process. Several 
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participants mentioned that TrIPLe involves other stakeholders through the homework 
assignments, aligns with the MTSS model, and has a clear vision and focus. Transformational 
leadership is typically described abstractly, with less information available about how leaders in 
education enact this form of leadership (Kezar & Eckel, 2018). The participants noted that a 
strength of the program was that the workshop’s content outlined practical steps that school 
principals can take to become transformational leaders. Participants mentioned that the workshop 
could help improve school climate through various means, such as by helping teachers feel more 
supported and empowered by their principals to deal with student misbehavior, by increasing 
students’ academic time and school engagement, by decreasing disparities in disciplinary 
outcomes for minority students and students with disabilities, and by facilitating principals in 
using transformational leadership skills to make other changes in their schools, such as 
curriculum and instructional changes.  
The inclusion of business leaders as co-facilitators was mentioned in several participants’ 
questionnaires as both a potential strength and challenge. Several participants stated that the 
business leaders could help strengthen the school-community partnership by promoting 
collaboration with community stakeholders and could bring in outside expertise and new ideas 
that can be applied to schools’ changing their disciplinary approaches. Some participants stated 
that the inclusion of business leaders in an educator workshop could make school districts and 
principals wary of TrIPLe as the operating of public schools has been negatively compared to 
the running of for-profit businesses. More recently, the business model for schools (e.g., charter 
schools) has not been shown to have the positive effect on student achievement as previously 
assumed. Several participants expressed concerns that the business leaders’ feedback may not be 
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well received by principals who believe that individuals who have not worked in public schools 
do not have valuable input to offer.  
Other challenges were noted regarding TrIPLe’s potential ability to be implemented as 
designed. The substantial time commitment required of the facilitators and the principals was the 
most significant weakness noted as the time needed to implement the workshop was reported in 
12 of the 15 participants’ responses. The workshop requires the facilitators and participants to 
devote several hours each week to planning the workshop (facilitators), completing the 
homework assignments (principals), and attending the workshop. While some principals may be 
able to graduate from the workshop ready to implement a more transformational leadership style, 
other principals may need more structured support. The facilitators may not be available to 
provide more long-term support to the principals who need it at the conclusion of the workshop.  
Another potential obstacle is that the workshop would need the full support and active 
engagement of the district superintendent given that the principals’ participation may be 
compulsory as a Tier II intervention given their school’s suspension/expulsion rates. As some, if 
not all, of the principals would be identified based on their schools’ discipline data and required 
to participate in the workshop rather than self-identifying their own need for change, principals’ 
resistance may be problematic. Another challenge is that while TrIPLe is a workshop with 
several long-term goals, school districts tend to prefer to see short-term benefits of their 
interventions, especially when the intervention requires a lot of personnel time and resources. 
Due to regular changes in personnel at both the school and district levels, combined with the 
long-term commitment needed to make TrIPLe successful, the workshop may not reach its 
maximum positive outcomes before an administration change occurs or before the district’s 
desire or push for the workshop fades.  
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 On the questionnaire, several participants made suggestions of how to decrease the time 
commitment and make TrIPLe easier for a school district to implement. While the format of 
multiple sessions over the course of several weeks may be ideal, school districts may more 
readily participate in TrIPLe if it was modified to have fewer but longer sessions, such as two 
day-long sessions with several weeks in between the two days to give principals time to 
complete the homework assignments and to solicit the ideas and feedback from their school staff. 
Two full-day sessions would allow both principals and assistant principals to attend as a team 
and approach school change together. Another suggestion was that an online course could be 
created where the participants review the information for each session online at a time 
convenient for them with occasional face-to-face or virtual meetings for group discussions.   
In addition to providing possible solutions to overcome the issue of its significant time 
commitment, the participants made several recommendations of changes that could strengthen 
TrIPLe’s ability to be implemented in the future. While principals are the leaders in schools, the 
assistant principals are often the administrators responsible for imposing the majority of 
consequences for student misbehavior. The involvement of assistant principals is limited to 
stakeholder feedback and relies on the principal being able to effectively apply the modeling, 
enabling, and encouraging at the school level; but assistant principals’ own ideas may need to be 
challenged more directly in the same way that TrIPLe challenges principals’ beliefs and 
attitudes about discipline. Another recommendation was for principals who have demonstrated 
transformational leadership skills and practices to serve as mentors to principals seeking to 
implement changes in their schools. This could help combat the problem of facilitators not being 
available to provide long-term support to the principals after the workshop sessions have ended.  
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Round 2 Survey 
Based on the content analysis of participants’ responses to the questionnaire in the first 
round, a 20-item Likert-scale survey was created. On the survey, the participants indicated the 
degree to which they agreed with the items on a scale from 1-Strongly Disagree to 6-Strongly 
Agree. The participants were emailed a link to the Round 2 Survey and were given two weeks to 
complete the survey. All 15 participants completed the second round’s survey. The medians and 
interquartile ranges for the survey items were calculated in Excel and are presented in the 
following table. 
 
Round 2 Survey Item Mdn IQR 
A strength of TrIPLe is that the workshop's content is detailed and well-written. 6 0 
TrIPLe could strengthen principals' ability to support their faculty and staff in addressing student 
misbehavior. 
6 1 
TrIPLe could increase principals' knowledge about the negative effects of suspension and 
expulsion. 
6 0.5 
TrIPLe could increase principals' knowledge of alternative discipline approaches, including 
Positive Behavioral Interventions and Supports (PBIS) and restorative justice practices. 
6 0 
The workshop could facilitate principals in strengthening their transformational leadership skills. 6 0 
TrIPLe provides useful and practical steps that principals can take to change their schools' 
approach to discipline. 
5 1 
TrIPLe promotes principals' engaging in self-reflection about their beliefs and attitudes regarding 
school disciplinary practices. 
6 1 
The homework assignments allow for principals to collaborate with schools' faculty and staff. 5 1 
The inclusion of socially-responsible business leaders as co-facilitators may bring in outside 
expertise that is not readily available from those who have primarily worked in education. 
5 0.5 
By including business leaders as co-facilitators, TrIPLe could help strengthen the school-
community partnership. 
6 1 
TrIPLe allows for interactive problem-solving between individuals with varying knowledge and 
experience. 
6 0.5 
In addition to providing information about PBIS and restorative justice practices, TrIPLe should 
provide information about other alternative discipline practices. 
5 1.5 
Assistant principals should participate in the workshop with their principals as a school team. 6 1 
The substantial time commitment for TrIPLe is the biggest obstacle for its successful 
implementation in a school district. 
5 1 
It would be more feasible to implement TrIPLe if the workshop consisted of 2 day-long sessions. 4 1 
TrIPLe would be more feasible to implement if it con.sisted of 4 2-hour sessions as opposed to 7.  5 1.5 
TrIPLe will be more easily implemented as a fully virtual workshop with online courses and 
virtual meetings. 
5 1 
TrIPLe should involve both face-to-face meetings and online components. 6 1 
It would be beneficial for principals who demonstrate transformational leadership skills and use 
effective discipline practices in their schools to serve as mentors to the participating principals. 
6 1 
School districts may be hesitant to have business leaders as co-facilitators due to recent criticism 
of public schools' using for-profit business models. 
4 1 
Table 3: Median (Mdn) and Interquartile Range (IQR) for Round 2 Survey Items 
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Of the 20 items on the Round 2 Survey, 18 items (90%) met group consensus, as 
indicated by an IQR of 1.00 or less. Consensus was not met on two items: 1) In addition to 
providing information about Positive Behavioral Interventions and Supports (PBIS) and 
restorative justice practices, TrIPLe should provide information about other alternative 
discipline practices; and 2) TrIPLe would be more feasible to implement if it consisted of four 2-
hour sessions as opposed to seven sessions.   
Round 3 Survey 
The two items that participants did not reach consensus on in Round 2 were the only 
items included in the Round 3 Survey. For the final round, each participant received an email 
that explained that 18 of the 20 items in the survey reached consensus in Round 2, included their 
individual ratings on the two items in the previous round, stated the range in the ratings for the 
items, and provided the link to the Round 3 Survey. On the final survey, participants were asked 
to again rate the two items and to briefly explain why they chose their rating. All 15 participants 
completed the Round 3 Survey. The median and IQR were calculated to determine if consensus 
was met in the final round and the results are shown in Table 4 below.  
 
Round 3 Survey Item Mdn IQR 
In addition to providing information about PBIS and restorative justice practices, TrIPLe should 
provide information about other alternative discipline practices. 
6 1 
TrIPLe would be more feasible to implement if it con.sisted of 4 2-hour sessions as opposed to 7. 5 1.5 
 
On the final round, the participants met consensus on the notion that TrIPLe should 
include information about other alternative discipline practices in addition to PBIS and 
restorative justice. Most of the participants explained that by providing several options for 
dealing with student misbehavior, TrIPLe would increase the likelihood that schools would 
adopt and be able to successfully implement an effective alternative discipline method instead of 
Table 4: Mdn and IQR for Round 3 Survey Items 
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relying on exclusionary discipline. A school psychologist provided a good summary of the 
majority opinion that more alternative practices should be included: 
In my experience in schools, there isn't a ton of information about what administration 
can do as alternatives to suspension, or that the practices that are taking place are, in fact, 
alternatives to suspension. When the goal is explained that the idea of suspension is to 
change the behavior, most educators realize that that can't happen unless someone is 
working with the child to instruct them in a replacement behavior. This work is a huge 
barrier to being able to change behaviors. 
 
The group of experts did not reach consensus regarding the idea that TrIPLe would be 
more feasible to implement if it consisted of four two-hour sessions instead of seven sessions. 
This continued disagreement indicates that while participants agreed that the time commitment 
needed to implement the workshop was a significant obstacle, they had different ideas on how to 
best address this obstacle. For the participants who agreed with the format of four two-hour 
sessions, they mentioned that less sessions would make it easier for facilitators and principals to 
attend the workshop, would make the workshop more appealing to principals, and would help 
participants stay interested and invested in the workshop. For the participants who disagreed with 
the concept of four two-hour sessions, they stated that seven sessions allowed more opportunity 
for principals to reflect on their disciplinary practices, problem-solve with their school teams, 
and receive feedback from the facilitators and other participants, which increases the likelihood 







CHAPTER V: DISCUSSION 
School principals play a prominent role in the creation and maintenance of a positive 
school environment that promotes collaboration and a willingness to change and improve. As 
leaders in schools, principals are responsible for changing ineffective school policies and 
practices that have negative outcomes for students, faculty and staff, and the overall school 
environment. Zero tolerance policies and exclusionary discipline practices that rely primarily on 
suspension, expulsion, and referral to juvenile justice, are ineffective in deterring student 
misbehavior, lead to negative outcomes for students and negative work environments for faculty 
and staff, and increase racial disparities in discipline outcomes. Transformational leadership, a 
broad perspective that describes how leaders motivate their followers to perform beyond 
expectations, has been suggested as the ideal leadership style for principals of schools’ in the 
change process as change management is a strength of transformational leaders. 
 Transformational Intervention for Principal Leadership (TrIPLe) is a manualized, 
district-level professional development program that aims to reduce principals’ over-relying on 
exclusionary discipline practices. TrIPLe partners principals with school psychologists and 
business leaders who are committed to improving their communities. This study aimed to 
determine TrIPLe’s feasibility and acceptability by using the Delphi method to reach a 
consensus among members of three groups whose participation is necessary for TrIPLe’s 
implementation: elementary and middle school principals, school psychologists, and business 
leaders. The qualitative analysis of open-ended questionnaires and quantitative analyses of 
structured surveys indicated that the three groups of participants largely agreed on the strengths 
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and weaknesses of TrIPLe. The participants gave recommendations on how to improve the 
workshop’s feasibility for future implementation in a school district. While the participants 
agreed that the time commitment required to implement TrIPLe was a significant obstacle, they 
did not agree on whether shortening the workshop’s timeframe from seven sessions to four 
sessions would be a suitable option to address this hurdle.  
Perceived Effectiveness of TrIPLe 
 While the participants acknowledged that there were challenges to implementing 
TrIPLe, they also expressed their beliefs about the potential for the workshop to bring about 
significant changes. The participants mentioned all six of the distal outcomes included in the 
TrIPLe Logic Model: reduction in the rate of suspension and expulsion for all students; 
decrease in racial disparity in suspension and expulsion rates; increase in the use of effective 
discipline strategies; improvement in school climate; increase in students’ academic 
achievement and school engagement; and strengthening of the school-community partnership. 
One school psychologist mentioned that TrIPLe could be successful in achieving the goal of 
decreasing schools’ use of exclusionary discipline outcomes: 
I believe that with successful execution the TrIPLe program could greatly benefit schools 
by lowering the incidence of expulsion and suspensions that can deprive students from 
receiving valuable classroom instruction time. It could also help improve overall morale 
concerning both students and administrators.  
 
A principal discussed how school leaders’ adopting a transformational leadership approach can 
lead to changes beyond discipline: 
Awareness is the most significant effect that comes to mind. Bringing awareness to the 
concept and intentionally forcing principals to review their practice, beliefs, and 
alternatives is key to transformation. Also, understanding transformational leadership will 
assist beyond the scope of bold disciplinary practices, but possibly curricular change as 
well. 
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A business leader mentioned that the workshop could decrease disparities in discipline outcomes 
for minority students and students with disabilities:   
TrIPLe will have a great effect on these schools in low- income communities. This 
program helps minorities, low- income students and students with disabilities. The 
overall outcome is positive for the discipline system because students will get a fair 
shake, better communication with the faculty and a better school environment overall. 
 
A school psychologist discussed the effects that TrIPLe could produce for students, schools, and 
the community: 
While a transformational leadership style can make some staff uncomfortable in how 
different it is to that of most principals, it actually leads to increased staff satisfaction and 
creativity. At a time when teacher dissatisfaction is so high, school districts also need to 
focus on what will improve school climate. As a community, if students experience less 
exclusion and increased academic time and school engagement, then we should see 
increased student's achievement and even graduation rates increased. This leads to better 
job opportunities. 
 
TrIPLe’s Fit in the Greater Context of Professional Development  
 While the participants made recommendations on how to overcome the obstacle of 
TrIPLe’s time commitment, they also indicated that they understood that the time commitment 
needed for the workshop was also a strength as professional development trainings for educators 
are often one-day sessions that do not result in changes in educator behavior. Joyce and Shower’s 
model of professional development training recommends ample opportunities for the practice of 
a new skill, with 20 to 25 trials over a period of about eight to ten weeks suggested. TrIPLe is a 
seven-session workshop with homework assignments between the sessions that allow the 
principals to practice their new skills and receive feedback. While TrIPLe may need to be 
shortened or condensed to increase the chances that school districts will implement the 
workshop, it is important that it still provides enough opportunities for the principals to practice 
their skills, collaborate with their faculty and staff and other key stakeholders and receive 
feedback and suggestions.  
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 The possibility that school district leaders and principals may be resistant to the 
workshop, in part because of the significant personnel resources required, is an obstacle that 
could be predicted as part of the change process. The second and third steps of Lippitt’s Theory 
of Change are to evaluate the motivation and capability for change by identifying financial and 
human resources capacity and organizational structure and to assess the change agent’s 
motivation and resources, experience, stamina, and dedication. TrIPLe requires the commitment 
of district leaders and principals as resources would need to be allocated for its successful 
implementation. A school psychologist detailed district resources and support needed to 
implement the workshop and the necessity of tackling principal resistance early on:  
The program would need the full support and active endorsement of the superintendent, 
particularly given that the principals who attend are supposed to be a "tier 2" type level of 
intervention. This support would be necessary for seeking out business partners as well as 
simply allowing the necessary time for attendance by administrators and district 
facilitators. Presumably, at least some of the principals would be identified by others and 
"told" to participate rather than self-identifying their own need for change. This makes 
the need to overcome resistance in the first sessions particularly important. 
 
The need for the principals to be motivated to change their and their schools’ approach to dealing 
with student misbehavior was also alluded to in a business leader’s response on the questionnaire 
as he wrote: 
There is one weakness that may make it difficult for the workshop to be implemented 
into multiple school districts. That is the willingness of the principals to take action. 
Some of these educators are set in a certain way of disciplining their students and change 
is not important to them.  
 
Effect of the Participants’ Roles on Their Responses  
TrIPle is a unique professional development workshop for educators as it directly 
involves community stakeholders that are often excluded from educator trainings. The three 
groups of participants had different knowledge and experience that resulted in a wealth of ideas 
and viewpoints. School psychologists were chosen as facilitators because they are experts in 
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schoolwide policies and practices to promote student success, and business leaders were chosen 
as co-facilitators because of their knowledge, skills, and experience regarding organizational 
leadership. As school leaders and potential recipients of the workshop, the participating 
principals could provide in-depth knowledge of what they would like to see in a professional 
development workshop. The Round 2 Survey was based on responses from all three expert 
groups and some items may have been more easily answered by some groups than by others. For 
example, the idea of TrIPLe fitting into schools’ MTSS model and the need for schools to 
include more social/emotional lessons were referenced by several school psychologists’ and 
principals’ questionnaires. One school psychologist wrote that: 
Integrating this into an MTSS framework is key because schools tend to be at a loss when 
it comes to the social/emotional programming piece. The social justice focus is 
something that schools are working with explicitly. Social/Emotional focus is not focused 
on as explicitly, and teaching about social/emotional tools and concepts is usually seen as 
separate from academic curriculum (when it could be integrated as easily as information 
about rocks & minerals). 
 
A principal wrote that, “Strengths include a clear alignment with the MTSS model, clear vision 
and focus, easily measurable outcomes, and an established set of program plans for clarity.” 
MTSS as a framework and schools’ social/emotional learning curricula are mostly unfamiliar to 
those who are not educators; thus, it makes sense that more school psychologists and principals 
would mention TrIPLe’s alignment with the MTSS model and connection to social/emotional 
learning as a strength as opposed to business leaders.  
Need for Mentorship 
Previous research showed that the race of educational leaders can play an important role 
in the effectiveness of their applying transformational strategies to bring about significant 
changes in their institutions. Research studies have demonstrated that educational leaders of 
color must be aware of the dynamics of race and its impact on leadership style when advancing 
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schoolwide or institution-wide agendas related to issues of racial equity and/or diversity. 
Alliances of key stakeholders both inside and outside the institution are important for leaders of 
colors who aspire to create a more inclusive school environment. While modeling is an essential 
component of transformational leadership, modeling may be even more important for school 
leaders of color as they may need guidance from other leaders of color in determining what will 
work for them in bringing about change. The idea of providing role models for the principals 
participating in TrIPLe were mentioned in several of the participants’ responses on the open-
ended questionnaire. One participant said: 
I would consider having a system by which principals who have more effective MTSS 
and leadership practices also participate, possibly to serve as mentors to principals who 
are seeking to implement changes in their own buildings or, if implemented long-term in 
a district, have a fellow principal who had been a participant originally and who 
successfully transformed/is transforming their school serve as co-facilitator rather than a 
business leader.  
 
Limitations 
While the current study had strengths that increase the validity of the results, such as 
100% retention rates among participants in each round of data collection, there were also 
limitations. First, the panel of experts in this study were spread out in different geographic 
locations. Because the goal of this study was to determine the feasibility and acceptability of 
TrIPLe for future implementation in a school district, it would have been ideal to have all 
participants located in the same county or city. Another weakness was that while all the business 
leaders were successful in their individual careers and the educators all had advanced degrees in 
their specific fields and experience working in the public school system, there was no criteria 
used to determine their “expertise” in either education or organizational management. Another 
limitation to the current study was that some of the survey items were qualifying statements (e.g., 
“A strength of TrIPLe is that the workshop’s content is detailed and well-written”) instead of 
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neutral statements. The inclusion of an opinion or prompt in some of the survey items may have 
influenced the participants to answer in a certain way that does not reflect how they truly feel. 
This may have contributed to high agreement rates among the participants.  
Implications for Future Research 
Fraser and Galinsky (2010) stated that, “Intervention research is the systematic study of 
purposive change strategies. It is characterized by both the design and development of 
interventions.”  The researchers outlined five steps in intervention research: 1) develop problem 
and program theories; 2) specify program structures and process; 3) refine and confirm 
program components in efficacy tests; 4) test effectiveness in a variety of practice settings; and 
5) disseminate program findings and materials.  
The development of TrIPLe has followed these steps. The problem of principals’ over-
relying on zero tolerance policies and exclusionary discipline practices was identified, a program 
theory was created specifying malleable risks and protective factors, a logic model and theory of 
change were developed linking the intervention’s input to its desired outcomes, and a program 
manual providing an overview of the intervention and session-by-session content was made that 
included intervention principles and action strategies intended to bring about change. 
The literature review and description of the intervention provided information on the first 
step of intervention research. This current study was the second step as it involved a draft manual 
being reviewed by both potential intervention agents and participants (Fraser & Galinsky, 2010). 
The results of this study revealed the strengths that will make TrIPLe appealing to school 
districts, to school psychologists and business leaders as potential facilitators, and to principals 
as potential participants. The responses on the questionnaire and surveys highlighted that the 
workshop was systematic and the lessons and activities were detailed, were easy to understand, 
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and encouraged critical thinking and self-reflection. The fact that the business leaders’ responses 
were congruent with the principals’ and school psychologists’ responses demonstrated that the 
TrIPLe manual included enough information that those who were not educators were able to 
understand the workshop’s goals, format, and content.  
Revision of the manual will continue until a draft of the manual with fidelity measures is 
completed (Fraser & Galinsky, 2010). The next step in determining TrIPLe’s feasibility and 
acceptability will be to conduct a pilot implementation study in which a school district carries 
out the workshop to better determine what additional changes related to implementation are 
needed, with a focus on intervention elements such as whether the intervention can be delivered 
in the allotted time, whether the content makes sense to the facilitators and participants, and 
whether the workshop’s activities and homework assignments seem appropriate for the audience. 
Pilot implementations could be conducted in several school districts to increase the 
generalization of the results. Pilot implementation will continue until the intervention is fully 
feasible in the settings. While the final three steps in developing TrIPLe are a way off at this 
early stage of intervention research, they will include: conducting efficacy studies to determine 
whether TrIPLe brings about intended proximal and distal outcomes in highly controlled, ideal 
settings; conducting effectiveness, experimental studies to determine whether the intervention 
results in desired outcomes in real-world settings; and disseminating program materials and 























































































































APPENDIX B: RECRUITMENT EMAIL 
 
Dear Dr./Mr./Mrs./Ms. __________________, 
 
My name is Ariel Washington. I am a fifth year graduate student in UNC Chapel Hill’s School 
Psychology Doctoral Program. I am conducting a research study to examine the feasibility of my 
novel professional development workshop for elementary and middle school principals. The 
program aims to decrease schools’ use of exclusionary discipline by partnering principals with a 
school psychologist and socially-responsible business leader and teaching principals leadership 
skills to change their schools’ approach to discipline.  
 
As a [principal of an elementary or middle school], [school psychologist working primarily in an 
elementary and/or middle school], OR [a business leader who has demonstrated a commitment 
to improving your community in part by partnering with schools], I am emailing to ask if you 
would like to participate in this research study.  
 
For the study, participation involves:  
 Reviewing the workshop’s format, lessons, and activities.  
 Completing questionnaires and surveys in rounds of data collection:  
o Round 1 – A demographic survey and a brief, 7-item questionnaire to elicit your 
beliefs about the program’s feasibility and acceptability. 
o Round 2 – A 20-item Likert-scale survey with items based off of participants’ 
previous responses in Round 1. 
o Round 3 - A final Likert-scale survey consisting only of the items that 
participants did not agree on in Round 2 (if applicable).  
 
The foreseeable risks associated with this study are believed to be minimal and include the time 
commitment and potential loss of confidentiality of data.  
 
Every effort will be to preserve your confidentiality, including assigning you an identification 
code and storing confidential information on a secure network. 
 
If you are interested in participating, please contact me at ariel843@live.unc.edu. 
 
This research is conducted under the direction of Dr. Steven Knotek, UNC Chapel Hill School of 




Ariel Washington, MA, MS 
School Psychology Doctoral Candidate 
UNC Chapel Hill | School of Education 
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**DO NOT CHANGE THIS FIELD-IRB USE ONLY** 
University of North Carolina at Chapel Hill 
Consent to Participate in a Research Study 
Adult Participants 
 
Consent Form Version Date: 3/12/2019 
IRB Study #19-0385 
Title of Study: Transformational Intervention for Principal Leadership (TrIPLe): A feasibility 
study of an innovative professional development workshop to decrease schools’ use of 
exclusionary discipline. 
Principal Investigator: Ariel Washington, MA, MS 
Principal Investigator Department: School of Education 
Principal Investigator Phone number: (843) 709-0132 




What are some general things you should know about research studies? 
You are being asked to take part in a study. Participation is voluntary. There is no penalty for not 
participating. Participants may withdraw from the study at any time without penalty. 
 
Research studies are designed to obtain new knowledge. This new information may help people 
in the future. You may not receive any direct benefit from being in the research study. There also 
Concise Summary 
 
The purpose of this research study is to investigate a novel professional development workshop, 
Transformational Intervention for Principal Leadership (TrIPLe), which seeks to decrease 
schools’ use of exclusionary discipline (e.g., office referrals, suspension, expulsion). This study 
aims to determine the feasibility and acceptability of TrIPLe for future implementation in a 
school district. 
 
Participants will go through three rounds of data collection that involve completing open-ended 
questionnaires and structured surveys. Questionnaires and/or surveys in each round should take 
approximately 20-30 minutes to complete. This study will last a total of 15 weeks.  
 
The foreseeable risk associated with this study are believed to be minimal and include the time 
commitment and the potential loss of confidentiality of data. 
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may be risks to being in research studies. Deciding not to be in the study or leaving the study 
before it is done will not affect your relationship with the researcher or the University of North 
Carolina-Chapel Hill. The school district is neither sponsoring nor conducting this research. 
 
Details about this study are discussed below. It is important that you understand this information 
so that you can make an informed choice about being in this research study.  
 
You will be given a copy of this consent form. You should ask the researchers named above, or 
faculty/staff members who may assist them, any questions you have about this study at any time. 
 
 
What is the purpose of this study? 
The purpose is to investigate a novel professional development workshop, TrIPLe. TrIPLe 
partners elementary and middle school principals with school psychologists and business leaders 
in the community who have demonstrated a commitment to improving their communities. The 
workshop teaches principals how to apply the tenets of transformational leadership to guide 
changes in their schools’ disciplinary approaches and to decrease the use of exclusionary 
discipline (e.g., office referrals, suspension, expulsion). This study aims to determine the 
feasibility and acceptability of TrIPLe for future implementation in a school district. 
 
You are being asked to be in this study because you belong to one of the following groups 
directly involved with TrIPLe’s implementation: an elementary or middle school principal in the 
selected school district, a school psychologist in the school district, or a business leader whose 
business is located in the school district’s community. A total of 15 individuals, 5 from each 
group, are expected to take part in this research study. 
 
 
How long will your part in this study last? 
The study will last for a total of 15 weeks, which includes time for the researcher to analyze 
participants’ responses to questionnaires and surveys. Questionnaires and/or surveys in each of 
the study’s 3 rounds of data collection should take approximately 20-30 minutes to complete. 
 
 
What will happen if you take part in the study? 
If you agree to participate in this research study, you will go through 3 rounds of data collection:  
 
 Pre-Data Collection Stage 
You will be emailed a brief description of TrIPLe and a Portable Document Format 
(PDF) of the TrIPLe Facilitator Manual and Principal Workbook so that you can review 
all seven session’s content, activities, and homework assignments. You will be permitted 
to call or email the investigator to ask questions about the workshop’s goals, content, 
and/or format at any time during this study. 
 
 Round 1 – Open-Ended Questionnaire 
You will complete a survey to gather information about your background, including 
gender, educational background, years in profession, and years in current district/ 
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community. In the first round, qualitative data will be gathered using a questionnaire with 
open-ended questions. This questionnaire is expected to take approximately 30 minutes to 
complete.  
 
 Round 2 - Survey 
Your and the other participants’ responses on the questionnaire will be converted into a 
structured, quantitative survey. You will complete the structured survey and review the 
information summarized by the investigator based on the first round’s collected data. 
This survey is expected to take approximately 15-20 minutes to complete. 
 
 Round 3 - Survey 
In the third and final round, you will complete another structured survey that includes the 
items and ratings summarized in the previous round. You will be told what items have 
reached consensus, what items have not, other participants’ ratings, and minority 
opinions. You will be given a final opportunity to revise your judgment or to describe 
your reason(s) for maintaining your previous ratings. This survey is expected to take 
approximately 15-20 minutes to complete. 
 
 
What are the possible benefits from being in this study? 
Research is designed to benefit society by gaining new knowledge. There is little chance you will 
benefit from being in this research study. 
  
 
What are the possible risks or discomforts involved from being in this study? 
The foreseeable risks associated with this study are believed to be minimal and include the time 
commitment needed to review the program material and complete the questionnaire and surveys 
and the potential loss of confidentiality of data. 
 
 
How will information about you be protected? 
 All participants will be assigned alphanumeric identification codes that will be used in 
research documents and online questionnaires and surveys.  
 Notes with identifying participant information will be kept on a secure network 
accessible only to the principal investigator and faculty advisor.  
 Participants will not be identified in any report or publication about this study. De-
identified data from this study may be used in future research without additional consent. 
 Participants may request a summary of the final research report by contacting the 
principal investigator within one year following the completion of the study. 
 
Although every effort will be made to keep research records private, there may be times when 
federal or state law requires the disclosure of such records, including personal information. This 
is very unlikely, but if disclosure is ever required, UNC-Chapel Hill will take steps allowable by 
law to protect the privacy of personal information. In some cases, your information in this 
research study could be reviewed by representatives of the University or research sponsors. 
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What is a Certificate of Confidentiality?  
This research is covered by a Certificate of Confidentiality. With this Certificate, the researchers 
may not disclose or use information, documents or biospecimens that may identify you in any 
federal, state, or local civil, criminal, administrative, legislative, or other proceedings in the 
United States, for example, if there is a court subpoena, unless you have consented for this use. 
 
The Certificate cannot be used to refuse a request for information from personnel of a federal or 
state agency that is sponsoring the study for auditing or evaluation purposes or for information 
that must be disclosed in order to meet the requirements of the federal Food and Drug 
Administration (FDA). 
 
The Certificate of Confidentiality will not be used to prevent disclosure as required by federal, 
state, or local law, such as mandatory reporting requirements for child abuse or neglect, disabled 
adult abuse or neglect, communicable diseases, injuries caused by suspected criminal violence, 
cancer diagnosis or benign brain or central nervous system tumors or other mandatory reporting 
requirement under applicable law. The Certificate of Confidentiality will not be used if 
disclosure is for other scientific research, as allowed by federal regulations protecting research 
subjects or for any purpose you have consented to in this informed consent document. 
 
You should understand that a Certificate of Confidentiality does not prevent you from 
voluntarily releasing information about yourself or your involvement in this research. If an 
insurer, employer, or other person obtains your written consent to receive research information, 
then the researchers may not use the Certificate to withhold that information. 
 
 
What if you want to stop before your part in the study is complete? 
You can withdraw from this study at any time, without penalty. The investigators also have the 
right to stop your participation at any time. This could be because you have failed to follow 
instructions or because the entire study has been stopped. 
 
 
What if you have questions about this study? 
You have the right to ask, and have answered, any questions you may have about this research. If 
you have questions about the study, complaints, or concerns, you should contact the researcher 
listed on the first page of this form. 
 
 
What if you have questions about your rights as a research participant? 
All research on human volunteers is reviewed by a committee that works to protect your rights 
and welfare. If you have questions or concerns about your rights as a research subject, or if you 
would like to obtain information or offer input, you may contact the Institutional Review Board 






I have read the information provided above. I have asked all the questions I have at this time. I 


































APPENDIX E: SAMPLE ROUND 1 QUESTIONNAIRES 













APPENDIX F: ROUND 1 THEMES AND ROUND 2 SURVEY ITEMS 
Round 1 Theme Round 2 Survey Item 




TrIPLe could strengthen principals' ability to support their faculty and staff in addressing 
student misbehavior. 
TrIPLe could increase principals' knowledge about the negative effects of suspension and 
expulsion. 
TrIPLe could increase principals' knowledge of alternative discipline approaches, 
including Positive Behavioral Interventions and Supports (PBIS) and restorative justice 
practices. 




TrIPLe provides useful and practical steps that principals can take to change their schools' 
approach to discipline. 
In addition to providing information about Positive Behavioral Interventions and Supports 
(PBIS) and restorative justice practices, TrIPLe should provide information about other 




TrIPLe promotes principals' engaging in self-reflection about their beliefs and attitudes 
regarding school disciplinary practices. 
Promotes 
Collaboration 
The homework assignments effectively allow for principals to collaborate with their 
schools' faculty and staff. 
It would be beneficial for principals who already demonstrate transformational leadership 
skills and use effective discipline practices in their schools to serve as mentors to the 
participating principals. 
TrIPLe allows for interactive problem-solving between individuals with varying 
knowledge and experience. 
Assistant principals should participate in the workshop with their principals as a team. 
Business Leaders 
as Co-Facilitators 
The inclusion of socially-responsible business leaders as co-facilitators may bring in 
outside expertise that is not readily available from those who have primarily worked in 
education. 
By including business leaders as co-facilitators, TrIPLe could help strengthen the school-
community partnership. 
School districts may be hesitant to have business leaders as co-facilitators due to recent 




The substantial time commitment for TrIPLe is the biggest obstacle for its successful 
implementation in a school district. 
It would be more feasible for a school district to implement TrIPLe if the workshop 
consisted of 2 day-long sessions. 
TrIPLe would be more feasible to implement if it consisted of four 2-hour sessions as 
opposed to seven sessions 
TrIPLe will be more easily implemented as a fully virtual workshop with online courses 
and virtual meetings. 
TrIPLe should involve both face-to-face meetings and online components (e.g., principals 
review sessions online and at their own pace). 
124 








APPENDIX H: SAMPLE ROUND 3 SURVEYS 
School Psychologist 
  
o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 
o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 




2. In addition to providing information about Positive Behavioral Interventions and Supports (PBIS) 

























5. Please describe why you chose your rating for this item. 
 
LAT583 
I slightly agree with this because while information about alternative discipline practices 
could be useful, I believe that this training cannot and does not have to cover all possible 
discipline practices. In my opinion it is better to focus on a few practices but provide 
indepth information on their implementation instead of going quickly over a lot of them, 
but not learning too much about them. 
I think that 4 sessions would sound more appealing to participants. It can also help with 




o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 
o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 




2. In addition to providing information about Positive Behavioral Interventions and Supports (PBIS) 























5. Please describe why you chose your rating for this item. 
 
FLO513 
I think that it’s always a good idea to present other opinions and options. It opens up more 
opportunities for discussion and healthy debate. 
Getting a group of people to commit to anything for long lengths of time is difficult no 





o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 
o 6 - Strongly Agree 
o 5 - Agree 
o 4 - Sl ightly Agree 
o 3 - Sl ightly Disagree 
o 2 - Disagree 
o 1 - Strongly Disagree 




2. In addition to providing information about Positive Behavioral Interventions and Supports (PBIS) 

























5. Please describe why you chose your rating for this item. 
 
PSH899 
School communities need to build their preventions and interventions that fits their 
culture. Subscribing to a program or practice does not necessarily meet the needs of the 
staff, students, parents within the community. Once a school understands their culture and 
climate, then they will be ready to build their practices. Schools need flexibility in options. 
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